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Abstract 
It cannot be denied that the world is becoming more interconnected and 
interdependent. Globalisation is having a profound impact on UK society at economic, 
social and cultural levels. For the last thirty years, UK policy makers, INGOs and 
academics in the field of education have made it a priority to teach young people about 
the wider world and to enhance their understanding of global and development issues. 
The strategy believed to be the most effective for delivering this type of learning was 
school linking between the Global North and Global South. The first decade of the 
twenty-first century saw a major expansion in this area and international links became 
an important part of the educational landscape. However, the benefits of linking were 
not automatic. Adverse issues developed in some global school relationships as a 
result of colonial/ missionary legacies. The West’s ‘mission to civilise’ Southern 
countries has remained a reality; this has led to the development of unequal, 
patronising relationships in which the Northern partner occupies the commanding 
position.     
Since the turn of the century, there has been much discussion and debate among 
school linking practitioners and academics with regard to what ‘makes’ a successful 
North/ South link in education. However, there have been few examples of successful 
‘recipes’ being used. This dissertation addressed this ‘gap’ in the knowledge.  
The purpose of the study was to understand the nature and key contextual parameters 
that exist within North/ South school linking. An in-depth analysis of the establishment 
of one school link between the UK and Uganda was undertaken using a qualitative 
case study research strategy. Participants included educators from both Northern and 
Southern schools, and the researcher as Linking Coordinator.      
The findings revealed that both Northern and Southern participants approached the 
linking process in an ‘open’ manner and were motivated to establish an equal and 
reciprocal relationship. Although their motivations for link participation were different, 
each partner valued the other’s contributions and ensured that both had an equal 
amount to gain from the project.  
The study showed that it is crucial to place the ‘why’ of school linking at the heart of 
the North/ South relationship. This stage must precede discussions on the ‘how’ and 
‘what’ of linking if it is to be the recipe for success.   
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Chapter 1: Introduction 
“Never doubt that a small group of thoughtful, committed people can change the 
world. Indeed, it is the only thing that ever has” (Margaret Mead) 
 
Figure 1.1- A St Paul Kaaso School pupil with a collage produced by 
Northbourne Park School, August 2014 
(Source: researcher) 
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1.1 Introduction 
This study explored the phenomenon of school linking between the Global North and 
Global South. Its purpose was to understand the nature and key contextual 
parameters that exist within North/ South school linking. An in-depth analysis of one 
school link between the UK and Uganda was undertaken using a qualitative case study 
research strategy. Participants included educators from both Northern and Southern 
schools, and the researcher as Linking Coordinator.      
A better understanding of the motivational, cultural and structural dynamics of this 
phenomenon will enable educators to proceed from a more informed perspective when 
commencing or developing their work in this area.  
This chapter begins with an overview of the context and background of school linking 
between the Global North and Global South. Secondly, it identifies the area of 
investigation and explains the key rationale and significance of the study. Thirdly, it 
presents the central research question and objectives, and summarises the research 
design. Finally, the overall structure is outlined and the key terminology defined.  
1.2 Historical Context  
Linking programmes between schools in the Global North and Global South have been 
part of the educational landscape for more than twenty years (Bourn and Cara 2013). 
In the UK, the key rationale for resourcing these programmes was to raise awareness 
among young people about global and development issues (Bourn 2014a). There was 
an assumption among UK policy makers that participating in a school link would 
automatically bring a global dimension to teaching and learning (Brown 2006). In light 
of this, school linking became a government priority between 2000 and 2010 (Bourn 
and Cara 2013) and a major expansion was witnessed across the UK in transnational 
educational practice.  
Clare Short, the Secretary of State for International Development from 1997 to 2003, 
stated in 1999 that she wanted “every school in the country to have the opportunity to 
develop a link with a school in the South” (Short 1999, cited by Bourn 2014a, p.4). This 
aim appeared as an official objective in the UK Government’s international education 
strategy, Putting the World into World-Class Education, published by the Department 
for Education and Skills in 2004 (DfES 2004, p.15). Development in this area of 
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educational practice was also supported by the engagement of a number of 
international non-governmental organisations (INGOs), and other institutional bodies 
such as the British Council (Bourn 2014a). For example, in 2003, INGO Link 
Community Development described school linking as an ideal way to meet the 
government’s objectives of delivering “global citizenship” in the classroom (LCD 2003, 
p.1).  
The potential for North/ South school linking was generally celebrated as:- 
An exciting and highly motivating opportunity to enable learners 
to engage ethically and productively with complex and 
interdependent processes that shape global/ local contexts, 
identities and struggles for justice today. (Andreotti 2011, p.146)  
There is evidence in the current body of research that some of the outcomes 
anticipated by UK policy makers, INGOs and academics have been observed in the 
school linking practice. Edge (2010) and Sizmur et al. (2011) reported increases in 
students’ learning about global issues in schools involved in North/ South links. 
Additionally, Bourn and Cara (2013) documented the positive experiences enjoyed by 
teachers and pupils engaging with ‘real world contacts’ and the value of bringing real-
life circumstances into the classroom to raise awareness about global issues (see also 
Hirst and Associates’ 2014).  
However, there is consensus across the literature that these advantages were not 
automatic (Disney 2004; Brown 2006; Martin 2007). Positive experiences were only 
achieved by educators who were prepared to fully immerse themselves in the linking 
process and personally explore the complex issues of global development (Andreotti 
2011). When this failed to happen and school links were solely established to meet 
the objectives of the UK Government or an INGO, negative outcomes often ensued. 
1.3 Background of the Problem 
“First you came to us as missionaries, then you came to us as colonizers, now you 
come to us as linkers”. (Conference participant 2002, cited by Martin 2007, p.1) 
The encouragement and financial support provided by UK-based organisations placed 
the schools in the Global North in a privileged position; the Southern schools were 
often left at the mercy of the Northern agenda (Gallwey and Wilgus 2014). By 
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conforming to this power imbalance and only recognising Northern-based models as 
legitimate approaches to global education and development, school linking 
practitioners came dangerously close to “epitomising a new form of colonialism” 
(Disney 2004, p.146). A number of authors have drawn similarities between school 
linking and the West’s former colonial relationship with Africa, which was constructed 
as a hierarchical relationship to enable the colonial masters (the West) to exploit the 
‘weak’ African colonies (Said 1985, cited by Martin and Pirbhai-Illich 2015, p.136). The 
Europeans implemented various political, economic, and social policies to maintain 
their authority and control over different African territories (Alemazung 2010). Not only 
did their rule greatly disrupt the lives of people in Africa during the colonial period, but 
after as well, as ideologies of Western superiority and African inferiority have 
continued to exist. 
Andreotti (2011) argued that there was evidence of the colonial legacy in some of the 
UK educational policy documents that promoted global learning. The World 
Classroom: Developing Global Partnerships in Education, published by DfID in 2007, 
opened with a description of the African continent that focused on its poverty and 
dependency on the West to grow economically. By repeatedly portraying Africa in this 
light, people are led to believe that this “single story” (Adichie 2009) is the only story. 
This view is often reinforced by images displayed in the charity media, which conform 
to a “worst is best” attitude; reports of “violent deaths…[and] diseases” raise more 
money than stories of healthy communities (Meikle 2013, p.1). A key issue here, 
revealed by Graves (2002), is that children who have a sense of material/ economic 
superiority in relation to other people and countries can subsequently develop feelings 
of intellectual and moral superiority in their adult life. These are certainly not the 
attitudes of citizens who are going to strengthen and enrich future global relationships 
(Martin 2005) when established in the corporate world.  
1.4 Statement of the Problem 
There has been much discussion and debate among school linking practitioners and 
academics with regard to what ‘makes’ a successful North/ South link in education. 
Edge et al. (2009) studied a number of links which were believed to have the most 
significant influence on the participants involved. They termed these “high momentum 
partnerships” (ibid, p.10) and identified a range of factors that appeared fundamental 
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to their success. “Early exchange experiences” were prominent, along with “a personal 
connection; whole-school involvement in the decision-making process; and a clear 
purpose” (ibid, p.109).  
Whilst it is useful for current and prospective linking practitioners to be aware of the 
‘ingredients’ for a successful school link, what is needed are examples of participants 
using or creating a successful ‘recipe’. This is an issue evident across the entire body 
of literature on North/ South school links. The benefits, pitfalls and recommended 
strategies are well documented, but no studies have shown linking in ‘real-time’. A 
study of this nature would be invaluable to other individuals, schools, and 
organisations in the field. It would capture the detailed nuances of how the participants 
laid the foundation of their relationship and how their relational dynamics changed 
throughout the process. The current research addressed this ‘gap’.  
1.5 Rationale and Significance of the Study 
The purpose of this in-depth, qualitative case study was to explore the collaborative 
transnational educational approaches of linking participants in the UK and Uganda. A 
detailed analysis of one North/ South school link will offer new insights into the 
formation of global relationships for educators, policy-makers, INGOs and academics.   
Based on existing knowledge, it was evident that the field required more studies to be 
conducted from an independent perspective. The majority of research to date has 
been commissioned by Northern-based institutions, such as the UK Government 
(DfID) and INGOs (e.g. LCD). To the researcher’s knowledge, no studies have been 
published on the formation of a link that is managed and funded independently by the 
two schools involved. The current research provides a significant contribution to the 
debate on transnational education.  
1.6 Research Question and Objectives  
The central research question that guided the overall direction of the study was:- 
Global North/ South School Linking:  
Practitioners know the ingredients, but what is the recipe? 
To address this question, the researcher investigated:-  
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1. The similarities and differences between the motivations of the UK and 
Ugandan participants with regard to the formation of their international link 
2. The strategies proposed by the UK and Ugandan participants to further the 
development of their international link 
3. The practical application of the participants’ motivations and strategies 
1.7 Research Design  
As an interpretive inquirer, the researcher sought to understand the participants’ 
interpretation of the social world from their perspectives. She became an “insider” 
(Thomas 2013, p.109) and used direct and participant-observations as the primary 
data collection methods. Field visits to both schools were conducted to observe 
classroom teaching sessions, school assemblies, and casual activities. Participation 
in meetings with the Northern and Southern educators permitted the collection of data 
not accessible by observation alone (Berger 2011). These combined methods 
generated ‘rich’ and ‘thick’ descriptions (Merriam 1988) of the school link and provided 
deep insights into the “how” and “why” of the practice (Thomas 2011, p.4).  
Each participant was identified by a pseudonym and all observations were video 
recorded and transcribed verbatim. Holistic thematic analysis of the data using NVivo 
involved iterative coding and recoding to identify the salient features. Following this, 
the coded data were reordered and filtered to generate broader categories and 
themes, which led to a systematic interrelation of the concepts and the development 
of new theory (Corbin and Strauss 2008, p.55)  
1.7.1 The Researcher 
At the time of conducting the study, the researcher occupied the voluntary role of 
Linking Coordinator for Northbourne Park School (UK) and St Paul Kaaso School 
(Uganda). The researcher first introduced the schools to one another in 2013, as an 
employee at Northbourne Park School (2013-14) and a volunteer for the Uganda-
based charity, ‘Share Uganda’ (2011-2014). Northbourne Park School selected ‘Share 
Uganda’ as its chosen charity (2013-14) and raised approximately £3,500 for health 
programs at St Paul Kaaso School and its local community.  
In June 2014, the Head Teacher at Northbourne Park School suggested a more formal 
link was established between the two educational institutions. His vision was to enable 
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collaboration between staff and pupils at an international level whilst building mutual 
understanding. The Director of St Paul Kaaso School shared this view and expressed 
a keen interest to be involved.  
The researcher therefore brought practical experience to the inquiry process, with both 
knowledge and understanding of the contextual environments. Whilst this provided 
valuable insights into the research, it also risked producing researcher biases with 
regard to the study’s design and interpretation of the findings (Bloomberg and Volpe 
2012). To reduce the possibility of these biases occurring, the researcher engaged in 
a process of critical self-reflection throughout the period of study by documenting her 
experiences in a journal.  
A second limitation of the study was the inability of the researcher to understand the 
first language of the Ugandan participants, Luganda. In some circumstances, this left 
her in a vulnerable position, ignorant of whether the Ugandans were truly in agreement 
with the views of the UK participants or not although all the Ugandan participants 
communicated with the researcher in English. To strengthen the overall validity of the 
research, triangulation of the data sources and methods were completed throughout.    
1.8 Dissertation Outline    
Chapter One has provided an overview of the context and background of North/ South 
school linking and explained the key rationale for the current study. Chapter Two 
presents an analytic review of the published literature, outlining the theoretical 
framework of the subject area and establishing the main research objectives. Chapter 
Three describes the methodology and data collection procedures employed. Chapter 
Four discusses the research findings and situates these within existing knowledge 
frameworks of North/ South school linking. Chapter Five concludes the study and 
presents a new model for current and/ or prospective linking practitioners. Chapter Six 
offers recommendations for future research.  
1.9 Conclusion 
This chapter has introduced the study by outlining the research context and describing 
the problem that was examined. It has explained the rationale and significance of the 
research and provided an overview of the methodological framework. The next chapter 
reviews the literature on global education and North/ South school linking.  
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Chapter 2: Literature Review 
“The world would be a better place if we all had a                                                       
greater understanding of each other” (Burr 2008, p.2) 
 
Figure 2.1- Partnership for Global Learning  
(Source: Asia Society 2015) 
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2.1 Introduction 
This chapter presents a systematic and thorough review of the literature published on 
global education and North/ South school links. An analysis of the relevant research 
will help to achieve a deeper understanding of the purpose, benefits and pitfalls of 
school links and the wider educational context.   
The chapter is divided into eight sections. Particular attention is given to the key 
theories, principles and models developed by accredited scholars in the field. This is 
followed by related discussion from the researcher on the relevance, strengths and 
weaknesses of each publication (Berman Brown 2006). The purpose of the evaluation 
is to inform the direction of the current study to ensure original research is undertaken.  
2.2 Theoretical Perspectives 
From a Western perspective, it cannot be denied that the world is becoming more 
interconnected and interdependent. The process of globalisation is having a profound 
impact on UK society at economic, social and cultural levels (Bourn 2008a). It is not 
only changing employment opportunities with overseas organisations, it is also 
affecting the social makeup of communities across the UK as a result of economic 
migration (ibid). While global links “between people, nations, organisations and 
communities” (Harvey 2003, cited by Bourn 2008a, p.2) can bring certain advantages, 
their ability to demystify stereotypes about the ‘distant other’ is frequently absent. 
However, there continues to be stigmas attached to ethnic, racial and national 
groupings in the world, which can signify hatred based on ethnocentric, racist or 
patriotic beliefs (Venuti 1998).  
Over the last thirty years, UK policy makers, INGOs and academics in the field of 
education have made it a priority to teach young people about the wider world and to 
enhance their understanding of global and development issues (Bourn 2014b). A 
number of strategies focused on bringing an international outlook to aspects of the 
national education system (DfID 2007a) under the headings of Development 
Education, Global Citizenship and the Global Dimension (DfES 2000 and 2004; DfID 
2007a). Generally speaking, these educational approaches aimed to:- 
- Enable people to understand the links between their own lives and those of 
people throughout the world;  
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- Increase understanding of global economic, social and political environmental 
forces which shape our lives; 
- Develop the skills, attitudes and values which enable people to work together 
to bring about change and to take control of their own lives; 
- Enable people to work to achieve a more just and sustainable world in which 
power and resources are equitably shared. 
(Development Education Association 2006, cited by Bourn 2008b, p.3) 
The strategy believed to be most effective for delivering this type of learning was 
school linking between the Global North and Global South (Leonard 2008). It was 
assumed by UK policy makers that participating in a link with a school in the 
‘developing world’ would automatically equip UK learners with the skills and 
knowledge outlined by the DEA (above). Hilary Benn, the Secretary of State for 
International Development (2007) said, “building links between schools across the 
world, bringing pupils together, sharing experiences and learning, will help us tackle 
the challenge of providing education for all” (DfID 2007a, p.2).  
An ambitious five year target was set by the UK Government in its International 
Strategy, Putting the World into World-Class Education published by the Department 
for Education and Skills in 2004, to “enable every school in England to establish a 
sustainable partnership with a school in another country by 2010” (DfES 2004, p.15). 
This “key aim” (Doe 2006, p.4) showed great confidence in the practice of school 
linking and its ability to promote a global perspective whilst supporting the ‘Education 
for All’ goals.   
These theoretical perspectives begin to explain why schools in the Global North were 
motivated to participate in a link with a school in the Global South. There existed 
pressure on UK schools to teach children about global and development issues (DfID 
2007a) and to bring this type of learning to life.  
Increasing public engagement with global challenges was also high on the school 
agenda of the Irish Government; it proposed:- 
A new scheme to…build strong links between schools in Ireland 
and schools in developing countries…[to] help young people in 
Ireland to understand more fully the nature and scale of global 
development challenges. (Irish Aid 2006, p.17)  
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As a result of the UK and Irish governments’ support and funding for school linking, 
the first decade of the twenty-first century saw a major expansion in this area and 
global links became an important part of the educational landscape (Bourn and Cara 
2013). During this period, schools in the Global North were motivated to participate in 
such programmes for a myriad of reasons, including those outlined by policy makers 
and INGOs. Some perceived it as an opportunity to challenge Western stereotypical 
beliefs about those in the Global South, whilst others were keen to make new 
connections and build friendships at an international level (Leonard 2007).  
Becoming involved in the seemingly benign practice of school linking between the 
Global North and Global South did not, in the first instance, raise any concerns among 
UK participants. Martin pointed out that it was considered to be generally 
“uncontentious” and a “good thing” (2007, p.1). However, the area soon became 
problematized by academics and practitioners, who reported the potential for 
international school links to be controversial when approached in the wrong way. 
These arguments form the possible bases for the misdirection of school linking 
programmes between the Global North and Global South.      
2.3 North/ South School Linking: A New Form of Colonialism? 
Disney (2004) noted two reasons for the misdirection of school linking programmes 
between the Global North and Global South:- 
1) The purpose of linking was predominantly forged in order to resource the 
curriculum in UK schools 
2) Linking endorsed the traditional stereotypes of the dependency of people in the 
South  
(Disney 2004, p.146) 
It was for these reasons that she argued linking could “come dangerously near to 
epitomising a new form of colonialism” (ibid).  
Given that school linking emerged from the Global North as a strategy to primarily 
enrich the UK curriculum (Doe 2006), it is not surprising that North/ South relationships 
were fraught with difficulties. Much of the advice given by Northern policy makers 
favoured the UK perspective; their goal was to turn Northern pupils into global citizens 
(DfES 2000 and 2004). Therefore, little consideration was given to the effect of linking 
on schools in the Global South. At the turn of the twenty-first century, it appeared that 
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few links were developed as shared endeavours. Rather, UK schools were 
encouraged to use the experiences of people in developing countries to resource their 
[own] curriculum (Disney 2004, p.61). Consequently, there was a power imbalance 
between Northern and Southern partners in school links. The North planted itself firmly 
‘in the driver’s seat’ with regard to the direction and implementation of school linking 
by funding and resourcing the programmes. This affected both the practice of linking, 
as well as the research conducted on this area of global education.   
An example of how practice was affected can be shown by the Link Schools 
Programme established by the INGO ‘Link Community Development’ (LCD) in 1998 
(Bourn and Bain 2012). The programme enabled UK schools to link with rural schools 
in Ghana, Ethiopia, Malawi, South Africa or Uganda (LCD website 2015). In 2010, it 
was awarded a three-year grant from the European Union (EU) to support its efforts 
to raise awareness of global and development issues among young people in the UK. 
However, this was never the primary aim of the programme. Bourn and Cara (2013) 
explained:- 
The Link Schools Programme was different from other linking 
models in that it deliberately set out to address the imbalance in 
existing programmes between northern and southern benefit. It 
worked exclusively with rural, African, government-run schools 
that were already part of Link’s broader school improvement 
projects. (Bourn and Cara 2013, p.3) 
The emphasis on Southern benefit caused tensions with the EU because its funding 
was supplied from the development education budget (ibid). According to the Northern-
biased grant makers, LCD’s focus should have been on enhancing Northern pupils’ 
understanding of global and development issues, as opposed to improving the quality 
of education in sub-Saharan Africa. In addition to these tensions, there was a policy 
reversal following the election of a Coalition government in the UK in 2010, where 
Global Learning and Development Education virtually vanished from the educational 
landscape (ibid). As a result of the rapid change in environment and the end of the EU 
grant, LCD ended its linking programme after fifteen years in operation (ibid). This 
shows the extent to which some North/ South school links were controlled by Northern 
policy makers.  
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As stated above, Northern-biased priorities also influenced the research undertaken 
on this area of educational practice. Since the primary interest in linking was on its 
impact in UK schools, much of the research was commissioned by Northern policy 
makers to determine the learning outcomes of UK pupils (Bourn and Bain 2012). For 
example, citizED commissioned Brown (2006) to examine the extent to which the 
learning objectives of the DfES’ ‘Global Citizenship’ pedagogy (2004) were met by UK 
schools with North/ South links.   
The findings of Brown’s (2006) study provided evidence for Disney’s (2004) second 
reason for the misdirection of school linking programmes between the Global North 
and Global South, which was, “The endorsement of traditional stereotypes of the 
dependency of people in the South” (Disney 2004, p.146).   
Brown (2006) investigated three ‘active’ school links between the UK and South Africa. 
The study found that the UK pupils were aware of the poverty in their partner country, 
but lacked an understanding of other societal and cultural issues. Their attention had 
been drawn to the most obvious difference between the two countries, that of 
inequality. As a result, the children had developed binary views of ‘them/ us’, ‘poor/ 
wealthy’, ‘backward/ advanced’, which were hierarchically structured to privilege 
themselves over their partner school. For example, one pupil commented, “They have 
very difficult lives because they have to get up really early to get water for the day- 
poor things!” (Brown 2006, p.9).  
The UK pupils had a simplistic view of development. They focused on the material 
wealth of the West in comparison to the material poverty of the South, and expressed 
a definitive belief that the South Africans needed their “help and support” to progress 
(ibid, p.10).  By judging Southern lifestyles against those of the West and highlighting 
what ‘they’ lacked in comparison, it appeared that the UK pupils only understood 
poverty as an economic phenomenon (Andreotti 2011). They were not aware of the 
West’s implication in the inequalities that were evident between the Global North and 
Global South. Therefore, the UK children took pity on their counterparts and discussed 
fundraising as a viable solution to the South’s problems, “We have chosen to make 
links in South Africa ‘cos we believe they can use our help and support. We help them 
also by doing link walks and silly things just to raise money” (Brown 2006, p.10). Bryan 
and Bracken (2012) described this as the ‘fundraising, fasting and having fun’ 
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approach, which has often resulted in superficial and thin understandings of global and 
development issues among Northern pupils (Gaines 2006).  
Children cannot be blamed for adopting these views, for offering to give money to 
someone in need is the most obvious response (Griffin 2008). The charitable mentality 
has been drilled into the minds of Northern adults and children as a result of the charity 
media and the poverty-centred Western discourse on Southern countries. Even DfID 
(2007a) stated that a specific objective of school linking was for UK pupils to learn:- 
…just how limited the provision of education is in so many 
countries…almost 80 million children…don’t go to school…Many 
more go to schools many miles from their home, without enough 
textbooks, teachers and even simple things like toilets or 
classrooms. (DfID 2007a, p.2)  
The overriding focus on poverty in the dominant Western discourse has far outshone 
any mention of the social, cultural or spiritual wealth in Southern countries. Celebration 
of the latter has rarely been witnessed in North/ South school links (Martin 2010). As a 
result, links have commonly failed to challenge clichéd views of Africa. This ran 
contrary to the DfES’ claim that linking would enable pupils to extend their knowledge 
of the wider world and increase their understanding of issues such as poverty, social 
justice and sustainable development (DfES 2004, p.6). In Brown’s study (2006), the 
UK pupils never once entertained the idea that the South Africans had the ability to 
emancipate themselves from oppression (Andreotti 2008; Sharp 2009). Logically, it 
could be contended that the UK children neither imagined their Southern partners had 
‘anything to offer them’ in terms of cultural exchange and/ or reciprocal benefit. 
Brown’s research failed to explicitly address why the UK pupils perceived their partner 
country in this way. Interviewing the teachers at the UK schools post-project would 
have added significant value to the study by exploring their reactions to the children’s 
statements. This would have given an indication as to whether the pupils had learned 
these views from the teachers or from broader societal discourses. Martin and Griffiths 
(2012) noted that the worldviews of educators can have a profound impact on the 
outcomes of North/ South intercultural experiences. Therefore, there is a clear need to 
explore the perceptions of both staff and pupils in a school link prior to engaging in 
curricular activities.  
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A second limitation of Brown’s (2006) study was the omission of the Southern voice. 
This revealed a major problem in relation to the biased nature of commissioned 
research. By failing to acknowledge the South, Brown’s research only explored the 
perpetuation of the colonial legacy in school linking from North to South. However, as 
Bourn (2014a) noted, colonial influence has also affected the Southern partner’s 
perception of the North.  
2.4 Responses from the Global South 
Alcock (2010) explained that a teacher from Kenya viewed her link through the legacy 
of colonialism by expecting to gain funding and resources as a result of link 
participation:-  
Since independence, Africans had believed that the white people 
are colonialists and are rich, so as the Partnership started most 
people had believed that the partners were pumping a lot of 
money to the school and that if any person from this end goes to 
the UK then one was being given a lot of money and they expect 
a lot. (Alcock 2010, p.104) 
Fricke’s (2006) research supported this finding by providing evidence to suggest that 
“Southern schools regularly [saw] resource gain as one of the positive expectations 
and results of a school link” (Fricke 2006, cited by Martin 2007, p.4). However, there is 
a risk that this perception has been ‘pushed’ onto the South as a result of assumptions 
made by the North. It must be remembered that authorship in this field is, almost 
universally, dominated by Northern writers (Leonard 2012). Consequently, Southern 
participants have not always been prepared to express honest opinions of linking with 
Northern researchers out of fear for losing their international connection. For example, 
Gallwey and Wilgus (2014) explained that a South African participant refused to 
expand on her answer to a question regarding equality in a link because “she did not 
want to confide in the (white, ‘unknown’, foreign) researcher” (2014, p.531). This 
suggests that, whilst unequal relationships were not welcomed by the South, they were 
often tolerated. It is likely that there was a risk of Southern complicity in “maintaining 
Northern dominance” (Andreotti 2006, p.44).    
This emphasises the need for research to be undertaken by Southern educators or for 
research, such as this project, to actively seek the Southern ‘voice’. This would allow 
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the truth about linking to be told from both sides. Burr (2008) has been the leader in 
capturing honest Southern opinions about linking. The comments (below) suggest that, 
in comparison to the Northerners, the Southerners had a better understanding of how 
to establish a reciprocal and mutually beneficial relationship, and were more aware of 
the dangers of the colonial legacy:- 
When you suggest a link, are you offering us a relationship or do you just want to sell 
us your language and culture? 
Nidaa Al Ghazal, Lebanon  
We are trying to make our lives better. The North needs to think about how it is 
contributing to our problems, with its governments, its systems, its authority. The 
imbalances make our lives a bit too hard for us in the South. 
Peter Kisopia, Kenya 
The most important thing is that the South is recognised as having a contribution to 
make to the North.  
Peter Kisopia, Kenya 
Let us share who we are before we share what we have.  
Sithembiso Nyone, Zimbabwe 
We want to be there when things happen, when decisions are made, when policy is 
developed. We want a genuine dialogue… 
Musa Njiru, Kenya 
Cited by Burr (2008, p.2) 
These statements demonstrated that the Southerners were aware of the main issues in 
North/ South linking that have continued to surface in Northern schools. Therefore, it is 
surprising that more has not been written on the importance of UK participants listening 
to their counterparts when establishing a North/ South school link.  
Listening was a major problem for the Irish participants in Gallwey and Wilgus’ study 
(2014), entitled, ‘Equitable partnerships for mutual learning or perpetuator of North-
South power imbalances? Ireland-South Africa school links’. The research examined 
primary school links that had been established for a minimum of three years and 
explicitly referenced the pedagogy, Development Education (DE). The findings revealed 
that the links were driven by the Irish participants because of their desire to meet the 
requirements of Irish Aid’s DE initiative. Consequently, the South Africans were left 
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feeling relatively powerless, “somewhat at the mercy of the Irish schools’ agenda” (ibid, 
p.530).  
By not being prepared to listen to the opinions of the Southerners, the Northerners 
undervalued ‘foreign’ knowledge systems and came dangerously close to reinforcing 
“notions of the supremacy and universality of ‘our’ (Western) ways of seeing and 
knowing” (Andreotti and de Souza 2008, p.23).   
The links were certainly not examples of ‘equitable partnerships’; rather, they revealed 
the presence of a colonial discourse that pervaded the North/ South school linking 
experience. The Irish participants left little basis for a successful relationship by viewing 
their partner country through the “imperial gaze” (Martin 2010, p.10).  
Gallwey and Wilgus could have investigated the issue of communication in more detail 
by conducting direct observations of the participants in the same locality. This may not 
have been possible due to the difficulty in accompanying school personnel on a visit to 
their partner country. However, an analysis of this nature would have added value to 
their research by providing deeper insights into the relational dynamics between the 
participants. Moreover, it would have increased the number of data sources used in the 
study, thus strengthening the validity of their findings.  
A second limitation was that it failed to provide details on how the participants could 
improve their practice in future years. Despite having identified the “important, 
fundamental differences between the Irish and South African schools’ orientations 
toward…the link” (Gallwey and Wilgus 2014, p.537), the paper did not offer any practical 
steps for other practitioners to use when attempting to address similar issues. Instead, 
it provided specific recommendations for the Ireland-South Africa programmes used in 
the study.  
This is a major problem across the body of literature on North/ South school linking; 
there is a lack of accessible examples that practitioners can apply to their own situations.  
A piece of research that challenges this observation is the in-depth case study of the 
‘Aston-Makunduchi’ partnership undertaken by Leonard in 2012. It examined the 
evolution of the UK-Tanzania link over a twenty year period, focusing on its impact in 
the Southern community; the data sought only Southern voices (Leonard 2012, p.17). A 
key strength of the study was the sound advice offered to other schools in the Global 
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South on how to successfully develop a link. It explained strategies for building ‘genuine 
partnerships’, creating ‘enduring friendships’ and establishing a well-respected 
presence at local levels (2012, p.44). Whilst these are useful suggestions for 
practitioners who are already involved in a link, they are not appropriate for participants 
who are about to commence their journey. Leonard highlighted that the case under 
investigation was about to enter its third decade of existence. It was therefore already 
ten years old when the research began. The levels of commitment required at these 
later stages discourage, rather than inspire new linkers to join the practice.    
What is needed are examples of schools at the beginning of the linking process. 
Evidently, guides have been produced to advise new field practitioners (Leeds DEC 
2006 and 2012; Oxfam 2007; Plan UK 2011; British Council 2012), but there are no in-
depth analyses of links that have been established independently from the participants’ 
perspectives.  
Pedagogies have been developed to encourage practitioners to reflect on the 
challenges of global education and school linking. For example, Andreotti, a Southern 
educator living in the UK, has developed methodologies to facilitate a deconstruction of 
the colonial legacy.  
2.5 A Deconstruction of the Colonial Legacy 
Andreotti (2006) identified two types of Global Citizenship Education: soft and critical. The 
former focused on elements such as ‘poverty’ and ‘helplessness’, as witnessed in the 
Global Citizenship Education to which Brown’s (2006) pupils were exposed. The latter 
encouraged a recognition of inequality as a result of “complex structures, systems, 
assumptions, power relations and attitudes that create[d] and maintain[ed] exploitation 
and enforced disempowerment” (Andreotti 2006, p.46). Critical thinking and personal 
reflection were emphasised as major components of the methodology.  
Andreotti argued that this approach would help to create an ethical relationship between 
the Global North and Global South by encouraging participants to openly learn from 
difference, thus legitimising different ways of seeing and knowing the world (ibid 2011). It 
was an attempt to provide a space for practitioners to understand the origins of their 
assumptions and the implications of these at local/ global levels. Leonard (2012) 
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advocated the adoption of OSDE (Open Spaces for Dialogue and Enquiry) to facilitate 
the delivery of ‘critical’ global citizenship.  
The main strength of Andreotti’s (2006) approach was that it acknowledged a continuum 
of Global Citizenship Education. Not all educators or learners were expected to reach the 
‘critical’ end of the spectrum; the extent to which both were prepared to engage was open 
to debate (ibid). Whilst research has been undertaken to evaluate the efficacy of this 
model in the UK, no studies have explored how linking practitioners have used the 
methodology.  
This issue requires further research to examine how far practitioners at different stages 
in the linking process move along the Global Citizenship Education continuum. Empirical 
data are needed to advise participants on which models to apply to various settings and 
contexts i.e. whether the exercises are suitable for those at the beginning of the linking 
journey, or are more appropriate for those in established, embedded partnerships. 
Research could explore how the methodologies work in both Northern and Southern 
countries and should be undertaken by both Northern and Southern researchers.  
Attention must also be given to the different capacity levels of staff and pupils with regard 
to their ability to critically reflect on global issues. Coakley (2013, cited by Bentall 2013) 
found that learners were highly unlikely to reach the level of critical thinking promoted by 
Andreotti in formal schooling; it was more likely that this would be achieved by those in 
Higher Education. This raises serious questions about the theoretical concept of ‘global 
learning’, such as whose interests does it represent? And is it appropriate? Critiques of 
the concept have drawn on the extent to which it makes young people feel pessimistic, 
responsible or guilty about issues over which they have no control (Hicks and Bord 2001; 
Connell et al. 1999; Tallon 2012). Researchers must start to work more closely with those 
on the ground in order to create bottom-up approaches that are suitable for different age 
groups in both the North and the South. By doing this, new methodologies will emerge 
that contribute to a ‘true’ North/ South understanding. 
Currently, aspiring practitioners are faced with the challenge of entering an extremely 
complex field, in which there are a limited number of ‘known’ models to follow.  
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2.6 North/ South School Linking: The ‘Connecting Classrooms’ Model 
Arguably, the most popular school linking programme in the UK is ‘Connecting 
Classrooms’ (CC), managed by the British Council and funded by DfID. The third phase 
of the CC programme was launched on 24 June 2015 and is scheduled to run until 2018 
(Schools Online website 2015). A strength of the model lies in the fact that it concentrates 
on the professional development of teachers and school leaders both in the UK and 
overseas (ibid). It acknowledges that Northern and Southern agendas and needs will be 
different and it appears to support partnerships on their own terms (Bourn and Cara 
2013); there is no evidence of a ‘one-size-fits-all’ approach.  
Despite these advantages, the fact that the programme relies on funding from DfID, a 
political wing of the UK Government, questions the accountability of the framework. 
Standish (2013, cited by Chamier 2013) pointed out that these types of programmes have 
confused the boundaries between education and politics. It is unacceptable to ‘force’ 
Western notions of human rights, equality and justice on Southern schools through 
linking. One must always question the wider agendas at play with models built on the 
aims and objectives of UK funders and policy makers. As demonstrated with LCD’s 
School Linking Programme, a stark shift in educational policy can completely dismantle 
a well-established initiative. Where more power is held by one partner than the other, the 
stability of a school link will always be questionable.   
2.7 A ‘Gap’ in the Knowledge     
Educators embarking on linking journeys seek models that provide practical solutions to 
the well-documented challenges (Martin 2005; Disney 2005; Brown 2006; Andreotti and 
de Souza 2008; Leonard 2012), but these are not easy to find. In 2008, Leonard 
highlighted the need to investigate specific, isolated characteristics of successful global 
school relationships in order to provide authoritative advice on the types of links which 
were most effective. However, on account of the biased agendas of the research 
commissioners, largely all that emerged were reports of the Western-perceived 
successes in school linking.  
For example, Sizmur et al. (2011) and Hirst (2013) documented the importance of staff 
and pupil exchange visits that, in some cases, enabled participants to have 
transformative experiences. Bourn and Cara (2013) showed the value of ‘real-world 
 
Chapter Two: Literature Review     21 
 
contacts’ in global links and how these helped pupils to challenge their ‘usual’ 
stereotypes of Africa. But, again, there was no evidence of aspects that helped the 
Southerners to challenge their assumptions of the West. 
The field requires an example of a link that is based on strong human connections 
rather than on the agendas of Northern policy makers. It is critical to follow the advice 
of a representative from the Western Cape Education Department, who noted:- 
The most important thing to realise is that any twinning project 
depends on the relationship on which it is built. Any work on the 
curriculum can only flourish within the parameters of a good, solid 
relationship between the schools… (Cited by Gallwey and Wilgus 
2014, p.542) 
Therefore, a relationship must be established before the exchange of learning 
materials. If it is the other way round, school links are likely to remain controversial by 
encouraging participants to regard one another as resources as opposed to human 
beings. A Ghanaian teacher explained that he/she felt this way when participating in a 
reciprocal visit with a UK school, stating, “When you come to us you are a visitor, when 
we come to you we are a resource” (cited by Burr 2008, p.6).   
Based on the findings of the review, it is clear that greater understanding of building a 
strong relationship between newly linked schools is needed. The researcher aims to 
fill this ‘gap’ by working with a Northern and a Southern school at the commencement 
of their relationship. She will be immersed in the study in order to be taught by the 
participants that she is examining. The aim is to work with the practitioners to 
understand their motivations and strategies for linking, instead of conducting 
interrogations or distant observations (Spradley 1979). This approach will enable the 
researcher to record the formation of the schools’ relationship in ‘real-time’, which will 
provide an authentic account for other practitioners to compare to their own situations. 
To the author’s knowledge, there are no accounts that meet this description in the 
current body of research, which leaves it open for investigation.  
2.8 Conclusion  
This chapter has reviewed the key literature regarding international school 
relationships between the Global North and Global South. Key findings were that 
school linking is a “controversial” (Martin 2007, p.1) area, which can result in a negative 
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experience for all participants if careful planning and reflection is not undertaken. 
Research has shown that school linking does not automatically provide young people 
with a greater understanding of the wider world, nor does it help to achieve ‘justice for 
all’ by merely being involved. It is a complicated and time-consuming process, in which 
participants need to be prepared to address challenging issues. In cases where 
participants have failed to do this, patronising relationships reinforcing the Global 
North’s mission to ‘civilise’ the South have developed. As Burr noted, “the legacy of 
colonialism still exists and is a real barrier to true partnership” (2008, p.4).  
The issues in school linking have been well documented. Yet, linking programmes 
continue to be resourced and managed by Northern-based organisations. The review 
of the literature has highlighted the need to capture an example of a North/ South 
school link established by the participants using a bottom-up approach, where both 
Northern and Southern ‘voices’ are heard. From this, the researcher aims to create a 
model for field practitioners to apply when considering their own North/ South school 
link.   
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Chapter 3: Methodology and Data Collection 
“Focus on the journey, not the destination; joy is found not in                                        
finishing an activity but in doing it” (Greg Anderson) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3.1- Participants crossing the equator in Uganda, May 2015  
(Source: researcher) 
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3.1  Introduction 
Chapter Two presented a thorough review of the literature, debate and discussion on 
international school relationships between the Global North and Global South. It 
established that little research has been undertaken on the nature of collaborative 
transnational educational approaches by linked schools. This is an interesting gap in 
the literature, considering the number of highly acclaimed school linking guides (e.g. 
Oxfam 2007; DfID 2007b) that advise partners to understand the foundation of their 
relationship. As the review evidenced, there is valid reason to investigate the early 
stages of school links.   
The first section of this chapter outlines the research philosophy and overall approach 
of the study. Secondly, it describes the research strategy and data collection methods. 
Finally, it explains how these methods will address the central research question and 
objectives detailed in Chapter One.  
3.2  Research Philosophy and Approach 
The purpose of the study was to understand the nature and key contextual parameters 
that exist within North/ South school linking.   
Easterby-Smith et al. (2006) explained that to select appropriate research methods, 
the researcher must first explore his/ her philosophical position in relation to the study. 
That is, to gain an understanding of how his/her beliefs and perceptions towards reality 
will guide the research process (Gliner et al. 2009, p.17).  Easterby-Smith et al. 
described three types of paradigm to understand nature and beings: positivism, 
interpretivism and realism.  
This study used the interpretivist paradigm as the overall research philosophy. This 
approach permits the examination of human behaviour and knowledge. Interpretivism 
does not subscribe to the view that there is only one way of knowing the world, rather 
it promotes various ways of interpreting human experience (Thomas, 2013). Gaining 
a deeper understanding of how the participants viewed their local, national and global 
surroundings, whilst observing the dynamics of their social interactions, was central to 
addressing the research question. With this paradigm, the researcher was able to be 
immersed in the study, positioned close to the reality of the participants (Flyvbjerg 
2001), which enabled her to engage with indigenous perceptions of global links in 
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education. By becoming an “insider” (Thomas 2013, p.109), the researcher absorbed 
‘thick’ descriptions (Geertz 1973) from the participants in their natural setting. Although 
some may question the validity of research that is shaped entirely by the researcher’s 
subjectivity, the benefits of being there (Holstein and Gubrium 2003) far outweighed 
the limitations of this approach. The purpose of the study was not to interrogate 
participants after they had decided on the vision and objectives of their school link; 
rather, it was designed to allow the researcher to be present during these discussions. 
According to Cohen et al. (2000), naturalistic observations provide an opportunity for 
the researcher to:- 
…understand the context of programmes, to be open ended and 
inductive, to see things that might otherwise be unconsciously 
missed, to discover things that participants might not freely talk 
about in interview situations, to move beyond perception based 
data (e.g. opinions in interviews), and to access personal 
knowledge. (Cohen et al. 2000, p.305) 
To produce ‘thick’ descriptions (Geertz 1973) that were valid and reliable forms of 
empirical research, the researcher acknowledged the influence of her own interests, 
opinions and intentions on what she heard and saw (Thomas 2013, p.109). This was 
achieved by adopting the Living-Theory approach, which placed the researcher at the 
heart of her own educational enquiry and made her accountable for her learning and 
the learning of others (McNiff and Whitehead 2006). It was essential for the researcher 
to understand the lens through which she observed, interpreted and contextualised 
information before conducting the data analysis. To understand this process, the 
researcher completed two reflective projects. Firstly, Andreotti and De Souza’s guide 
to ‘Learning to read the world through other eyes’ (2008); an online programme 
designed to encourage practitioners to engage with different views on development, 
poverty, education and equality. Secondly, she kept a reflective journal throughout the 
research period. These exercises taught the researcher how to report the participants’ 
stories as well as her own and were particularly important with regard to the form of 
reasoning used to lead the researcher to knowledge: an inductive approach. This 
approach enabled the researcher to generate ‘meaning’ from the field data collected, 
as opposed to testing a pre-existing theory (Bloomberg and Volpe 2012). As 
Bloomberg and Volpe emphasised, it was about “idea generation” (2012, p.37).   
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3.3  Research Strategy: Case Study 
The strategy selected for the research was a case study. It took the form of a “classic” 
study (Thomas 2011, p.138) because it investigated a single case. This was the most 
suitable approach as it permitted a detailed examination of the particular features of 
one North/ South school link from a variety of angles.  
Thomas explained that “the focus, when choosing the single case study, has to be on 
the characteristics that give it some interest” (2011, p.138). The Northbourne Park 
School – St Paul Kaaso School partnership was selected for analysis because of its 
early stage of development and its independence from any government or INGO 
funding or support. Firstly, these characteristics made the partnership unique (little 
research has been carried out on ‘independent’ partnerships because funding is 
reserved for professionally-run programmes). Secondly, the case provided an 
opportunity to show other global educators how participants in one North/ South school 
link laid the foundation of their relationship. As evidenced in Chapter Two: Literature 
Review, this stage is frequently omitted from the discussion on international links.  
This case study was selected because of the researcher’s close relationships with the 
staff at each establishment. She had undertaken voluntary work at St Paul Kaaso 
School on three occasions (2011, 2012 and 2014) and was employed as a Graduate 
Assistant at Northbourne Park School during the academic year 2013/14. The idea of 
the partnership between the two schools was born in July 2014, towards the end of 
the researcher’s employment at Northbourne Park School. Since this time, she has 
occupied the role of Linking Coordinator for the project. In terms of ‘identifying the 
case’, it is an example of opportunity sampling (Jupp 2006). This is an acceptable 
technique to use for interpretive study, as researchers are expected to be purposeful 
in their sampling. “…They select those individuals or objects that will yield the most 
information about the topic under investigation” (Leedy and Ormrod 2005, p.145).  
3.4  Research Choice: Qualitative Methods 
Leedy and Ormrod explained that qualitative research was “typically used to answer 
questions about the complex nature of phenomena, often with the purpose of 
describing and understanding the phenomena from the participants’ point of view” 
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(2005, p.94). This defines an important characteristic of the study; ensuring all 
participants’ voices were heard as well as the researcher’s.  
Qualitative methods enable researchers to understand people’s emotions, attitudes 
and behaviour (Miles and Huberman 1994); they were therefore well suited to this 
piece of research. Understanding what was happening in certain social situations to 
inform practice and build new theory was at the heart of this dissertation. 
It was the appropriate research choice because it focused on ‘transferability’ rather 
than generalizability (Bloomberg and Volpe 2012). This refers to the ability to apply 
the research findings to other settings or contexts. There was no pretence that the 
‘case’ examined in this study would be representative of all schools with North/ South 
links, but it is hoped that the lessons learned from this example will be useful to other 
field practitioners. This highlights the importance of communicating a holistic and 
realistic picture to the reader in Chapter Four to give the discussion “an element of 
shared or vicarious experience” (ibid, p.113).  
3.5 Techniques and Procedures: Data Collection 
Yin explained that “evidence for case studies may come from six sources: documents, 
archival records, interviews, direct observation, participant-observation, and physical 
artefacts” (1994, p.78). The researcher focused on five of Yin’s six sources when 
collecting data, omitting archival records and adapting interviews to focus groups. 
Additionally, her personal reflections were included as a sixth data source.   
3.5.1 Focus Groups  
The focus group method permitted the collection of data not accessible by observation 
alone (Berger 2011). It provided an opportunity to understand the “how” and “why” 
(Thomas 2011, p.4) of the link between Northbourne Park School and St Paul Kaaso 
School. 
Based on Kitzinger’s viewpoint of focus group interaction (1994 and 1995), this method 
was essential for the collection of relevant data for the study. Kitzinger stated:- 
The interaction between participants highlights their view of the 
world, the language they use about an issue and their values and 
beliefs about a situation. Interaction also enables participants to 
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ask questions of each other, as well as to re-evaluate and 
reconsider their own understandings of their specific 
experiences. (Kitzinger 1994 and 1995, cited by Gibbs 1997, p.1)  
Two focus groups with the partnership committees from each school were convened 
in Uganda between 22nd and 30th May 2015. The duration of each meeting was 
approximately 45 minutes and the researcher assumed the position of chair. Prior to 
each meeting, an agenda was set to ensure participants comprehended the 
researcher’s objectives and their contribution to the overall research question.  
The researcher developed a range of facilitation techniques for use with small peer 
groups prior to visiting Uganda. These techniques were designed to promote debate, 
exploratory and explanatory questioning, and to ensure steady progression and focus 
of the participants (Gibbs 1997). Furthermore, the researcher was tasked with the 
responsibility of ensuring all group members participated and were given equal 
opportunities to contribute. The most challenging part of her role was to remain 
impartial when listening to the participants’ comments. This was essential to producing 
valid and reliable results, uninfluenced by the researcher’s opinions, biases and 
emotions.  
This setting provided an invaluable opportunity for the researcher to witness multiple 
understandings and motivations articulated by the participants with regard to their 
school link. It placed ownership in the hands of the participants and they were 
recognised as experts in building the foundation of their link. Goss and Leinbach 
(1996) suggested that this can be empowering for many participants.  
Whilst there were clear advantages of using focus groups, it was also necessary to 
consider their disadvantages and limitations. During the discussions, it was possible 
for a participant’s opinions/ ideas to have been influenced by the presence or 
behaviour of another member(s). This may have prevented the individual from 
expressing his/her own definitive viewpoint. To address this issue, it would have been 
useful to conduct follow up interviews with each of the participants immediately after 
the group discussions. However, this was not possible due to the short time period for 
data collection and the availability of the participants. Instead, the researcher 
emphasised the importance of building a climate of trust between the two schools at 
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the beginning of each meeting. The success of their relationship depended on 
honesty, transparency and respect.  
A second disadvantage of the focus group method was that the participants did not 
always follow the main line of discussion; spontaneous comments were made which 
were not carefully organised or logically presented (Krueger et al. 2008). It was critical 
for the researcher to be aware of this limitation when analysing the focus group data, 
as some opinions were not fully formed and were modified by the participant(s) at a 
later stage in the discussion.  
A third issue included the repetition of comments. Some participants repeated ideas 
to reinforce their point(s). During the data analysis, it was important for the researcher 
to be mindful of the difference between “frequency and extensiveness” (ibid, p.142) to 
avoid inaccurate interpretations of the results.     
3.5.2 Participant-Observation 
The participant-observation method (Yin 1994) allowed the researcher to become part 
of some of the events being studied. The method was used on two occasions during 
the data collection period, for the meetings held with all staff at St Paul Kaaso School. 
There were approximately forty staff members present at each meeting. It would have 
been inappropriate for the researcher to remain a “passive observer” (ibid, p.87) in 
these circumstances; she was welcomed as an honoured guest and was invited to 
address the staff members with a summary of her objectives for the visit and to express 
her appreciation of their hospitality.  
Moreover, as Linking Coordinator, the researcher assumed a decision-making role in 
the organisational setting and was regarded by the participants as a key contributor to 
the study, as opposed to an external observer. The greatest advantage of this method 
was the opportunity for collecting distinctive data. As Yin suggested, the researcher 
was able to “perceive reality from the viewpoint of someone inside the case study” (Yin 
1994, p.88). However, this opportunity also meant there was an increased risk of 
researcher biases being produced (Becker 1958). The researcher acknowledged that 
becoming a participant restricted her view to that of the Linking Coordinator; she was 
no longer afforded the observer’s freedom of looking through different lenses to 
examine the conversation. This was one of the reasons for the extensive entries 
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recorded in the researcher’s reflective journal. It was a method designed to ensure the 
researcher continued to analyse her sources of evidence after the events had 
occurred, irrespective of her role as either observer or participant.  
3.5.3  Direct Observation 
Field visits to both schools permitted the researcher to conduct direct observations of 
the environment and participants. These observations were based on both formal and 
casual activities, including staff meetings, classroom teaching sessions, school 
assemblies and speeches given at the farewell ceremony. This type of evidence “is 
useful in providing additional information about the topic being studied”, as suggested 
by Yin (1994, p.87). Insight into the day-to-day operations of each school, their sizes 
and availability of resources was achieved and deepened the researcher’s 
understanding of each locality. Photographs and videos were recorded to serve as an 
aid for observation (as recommended by Maanen et al. (1982)). Participants in the 
study, excluding the researcher, were encouraged to make their own observations and 
present these in writing, photographs or video footage. The participants generated the 
following data, which they agreed could be used by the researcher to support her 
findings: 
 2 hours of video-taped footage at Northbourne Park School and 2 hours at St 
Paul Kaaso School, captured by the pupils whilst being supervised by a 
member of staff. The footage included boarding routines, assemblies, 
lessons, break times, evening activities and school ceremonies 
 1 hour of video-taped footage in Uganda of the local community surrounding 
St Paul Kaaso School, captured by NP 2  
 An assembly on the partnership delivered by NP 1 at Northbourne Park 
School. Presented as text-based data 
 381 photographs taken by NP 1 and NP 2 during the visit to Uganda in May 
2015 
3.5.4  Documentation 
Thomas stated that “gathering data from documents represents an entirely different 
proposition from gathering data from people” (2013, p.204). Documents were used in 
this case study to corroborate information collected from other sources i.e. recordings 
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and video footage of teacher meetings, in addition to the development of tentative 
inferences about the subject matter.   
During the period of data collection (September 2014- July 2015), the researcher 
examined partnership documents held by both schools. These included: 
 Letters and emails exchanged by both partnership committees 
 Newsletters that contained reference to the partnership 
 Agendas and minutes of meetings held by the partnership committees  
 School websites and the partnership website   
Documents were not deemed as literal recordings of partnership activities, but were 
considered in conjunction with other evidence sources to clarify or augment the data 
gathered. The contextual purposes were identified; it was essential to understand the 
original aim(s) and audience(s) of the documents in order to be “correctly critical in 
interpreting the contents” (Yin 1994, p.82). This source detailed a comprehensive time 
span and a broad range of events, whilst remaining unobtrusive. However, potential 
problems related to selectivity bias (ibid) if the researcher failed to examine all relevant 
documents.    
3.5.5 Physical Artefacts  
During the researcher’s field visit to St Paul Kaaso School in Uganda, the UK and 
Ugandan participants exchanged gifts. These included a video camera and sports 
equipment for the staff and pupils at St Paul Kaaso School, and t-shirts/ wooden signs 
for the staff at Northbourne Park School.  
These items were contained in the body of data as they were considered important 
components of the cultural exchange between the two schools. The British artefacts 
represented a source of concern for the UK participants, who were keen to 
deemphasise the economic difference between the two schools and countries. 
However, the equal exchange of artefacts dispelled this concern and presented an 
example of reciprocal benefit.   
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3.5.6 Personal Reflections   
Critical self-inquiry was undertaken by the researcher throughout the data collection 
period. This was facilitated by the retention of a text-based journal, which enabled the 
researcher to produce a descriptive account of each school’s locality and surrounding 
community. Furthermore, it allowed the researcher to analyse the data sources after 
the events had occurred, irrespective of her role as either observer or participant.  
To emphasise the researcher’s consideration towards the participants’ day-to-day 
commitments, there was a degree of flexibility towards the programme scheduled for 
her visit. This helped to establish a rapport with the St Paul Kaaso School community.  
3.6 Validity and Reliability 
Thomas defined validity as “the degree to which the instrument measures what it is 
supposed to be measuring” (2013, p.140). Using a multi-method framework to gather 
data on different areas of the central research question permitted both correlation and 
corroboration between the sources of evidence. This approach is termed 
“triangulation”; it “allows the investigator to address a broader range of historical, 
attitudinal, and behavioural issues” by exposing different lines of enquiry (Yin 1994, 
p.92). Data triangulation (Patton 1987) is important in case study research as it 
enables the researcher to produce accurate findings of a high quality. Figure 3.2 
(below) illustrates the multiple data sources used for the study and their contribution 
to the central research question.  
Figure 3.2 Multiple Sources of Evidence 
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Each method of enquiry was specifically designed to elicit responses relevant to the 
research aims and objectives. Campbell and Stanley (1966) referred to this as strong 
‘internal validity’, whereby the effects observed in a study were due to the researcher’s 
manipulation and not some other factor.  
The study’s ‘external validity’ (ibid) was relatively low due to the nature of the research. 
This term refers to the extent to which the findings can be generalised to inform 
transnational education. Whilst the study was primarily concerned with reviewing the 
collaborative approaches of two independent preparatory schools, it addressed 
common issues in the wider practice of school linking which will be useful to other field 
practitioners.  
All audio and video files recorded during the researcher’s field visit to Uganda in May 
2015 were transcribed verbatim. This was a recommendation made by Yin, who 
argued that it allowed external observers to “follow the derivation of any evidence from 
initial research questions to ultimate case study conclusions” (1994, p.98). To produce 
reliable research, it was important to present the same evidence in the dissertation as 
was collected at the fieldwork site. It was critical to give particular attention to 
documenting the ‘facts’ of the case to ensure no information was overlooked or omitted 
through “carelessness or bias” (ibid).  
3.7 Ethical Research Considerations 
“Whenever human beings are the focus of investigation, we must look closely at the 
ethical implications of what we are proposing to do” (Leedy and Ormrod 2005, p.101). 
Using this quotation as a starting point, the researcher ensured thorough consideration 
was given to all potential ethical issues relating to the research.  
Prior to commencing the data collection, permission was sought from the Research 
Ethics Board at St Mary’s University, Twickenham. To ensure consistency across 
communication with all participants throughout the research period, the researcher 
completed the following steps before beginning any voice/ video recordings. 
Participants were made fully aware: 
 Of the researcher’s aims and objectives  
 Participation was voluntary, anonymised and confidential 
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 Discussions were recorded and transcribed by the researcher 
 Of the requirement to sign an information sheet and consent form prior to 
participating 
 Of the procedure for opting-out of the study or later withdrawing one’s 
comments 
 Of the opportunity to receive a summary of the research findings 
electronically in September 2015 
3.8 Limitations  
To a degree, the study was limited by the lack of available time to visit the field sites. 
The researcher chose to accompany two staff members from Northbourne Park 
School on their trip to St Paul Kaaso School in May 2015, which was restricted to a 
one week half-term holiday (22nd-30th May). With hindsight, the study may have 
benefited from a longer data collection period to conduct follow-up interviews, which 
would have provided a deeper analysis of each individual’s involvement in and opinion 
of the project.  
The second limitation of the study was the researcher’s inability to understand the first 
language of the Ugandan participants, Luganda. Although they spoke fluent English, 
some of their comments during the meetings were expressed in Luganda. Translating 
these comments into English was not possible due to the limited time availability and 
pace of the discussions. This left the researcher and the UK participants in a 
vulnerable position, ignorant of whether their Ugandan partners were truly in 
agreement with their views or not. In these situations, the researcher focused on body 
language and tone to interpret subjects’ contributions, whilst verbally emphasising the 
importance of openness and integrity to build the schools’ relationship.  
3.9 Data Analysis 
NVivo software (version 10) facilitated the analysis of the qualitative data. A constant 
comparative method (Glaser and Strauss 1967) was employed to iteratively code the 
data in order to identify the salient features. The process occurred inductively (Patton 
1990) as the descriptors emerged from the data. This remained in line with the 
interpretive research approach and flexibility of the design by placing the participants’ 
voices at the heart of the inquiry. The researcher acknowledged both themes and non-
 
Chapter Three: Methodology and Data Collection     35 
 
themes when analysing the data to avoid producing researcher biases. It was critical 
to explore the material that supported and conflicted with the researcher’s opinions in 
order to build a robust and sound model for other field practitioners to apply in similar 
settings or contexts.  
3.10 Conclusion 
This chapter has outlined the research philosophy and overall approach of the study, 
with detailed descriptions of the chosen strategy, choices and data collection 
procedures. It demonstrated that a broad range of techniques were used for gathering 
the relevant evidence, thus strengthening the validity and reliability of the research.  
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Chapter 4: Findings and Discussion 
 
“If you want to go fast, go alone. If you want to go far, go together” (African Proverb) 
 
Figure 4.1- Partnership Committee Meeting in Uganda, May 2015 
(Source: researcher) 
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4.1 Introduction 
This chapter presents the key findings from the primary data sources (focus groups, 
direct observations, participant-observations and personal reflections) and from the 
secondary sources (documentation and physical artefacts) to achieve the research 
objectives.  
The purpose of the study was to understand the nature and key contextual parameters 
that exist within North/ South school linking. The case study examined the 
collaborative educational approaches of staff members at Northbourne Park School 
and St Paul Kaaso School. A detailed account of this process will enable other field 
practitioners to understand the motivational, cultural and structural dynamics of the 
establishment of a school link between the Global North and Global South.  
The chapter follows a linear format; it reports the findings from each data source in the 
order that they occurred during the researcher’s field visit to Uganda in May 2015. This 
approach was selected to draw attention to any changes in the participants’ 
perceptions of, or attitudes towards, linking over the research period.    
Following the presentation of each finding are comparisons to the theories, concepts 
and ideas presented in Chapter Two: Literature Review. Where the findings differ from 
those of other studies, detailed explanations are given to support the development of 
an improved theory for this area of educational practice. On account of the inductive 
approach employed to analyse the data, the findings and their critical analyses are 
structured to produce a new model for field practitioners when considering their own 
North/ South school link. The emergent theory/ model building is presented in Chapter 
Five: Conclusions.  
4.2 Focus Group 1 
The researcher (chair of the meeting) introduced the participants to Focus Group 1 by 
explaining that the purpose was to understand “exactly why each school want[ed] to 
participate” in the link (R Appendix 1, p.1). The participants included NP 1 and NP 2 
from Northbourne Park School, and SP 1, SP 2 and SP 3 from St Paul Kaaso School. 
All were members of their school’s linking committee. The duration of the meeting was 
approximately 55 minutes.  
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On watching the video footage and reading through the transcript of Focus Group 1, it 
appeared that the participants enjoyed a mutual dialogue. Following the researcher’s 
introduction, each participant proceeded to express his/ her motivations for link 
participation. All contributed to the discussion, yet some spoke for considerably longer 
than others. Figure 4.2 (below) shows the ‘weighting’ of each participant’s contribution 
to the discussion.   
 
The researcher (R), Northern Participant (NP) 1 and Southern Participant (SP) 1 each 
contributed approximately 20% of meeting time, whereas NP 2 and SP 3 covered 5% 
and SP 2, 30%. As facilitator, it was the researcher’s responsibility to ensure all group 
members were given equal opportunity to contribute. Evidently, more could have been 
done to elicit comments from the ‘quieter’ group members. Frequency analysis of the 
data revealed that SP 2 was not dominating or directing the conversation, but simply 
had more to say because of his extensive preparation prior to the meeting. The video 
footage showed that he was the only participant to read from pre-written notes.   
The discussion did not privilege one school’s agenda over the others, rather the 
researcher found that ‘collaboration’ and ‘mutual/ reciprocal learning’ were the most 
frequently referenced reasons for link participation (NVivo). Listed below are 
quotations to support this finding. To access the full data transcript, please visit 
https://maresearchharrop.wordpress.com/focus-groups/. 
Figure 4.2: Participants' Contributions to Focus Group 1
R NP 1 NP 2 SP 1 SP 2 SP 3
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I think one of the best things in the world is to be one, is to have 
unity. When you are together, you achieve many things. (SP 1 
Appendix 1, p.1) 
For me…it’s about collaboration…and that we’re both getting as 
much as we can from the relationship…It is a good opportunity 
to learn…(NP 2 Appendix 1, p.4) 
I would say that we shall maybe learn from each other first of 
all…there’s things you know which we don’t know and there are 
also some things which we know that you may not know. (SP 3 
Appendix 1, p.2) 
The comments (above) showed that the participants recognised the potential for each 
partner to make a valuable contribution to the relationship. This has often not been the 
case in school links between the Global North and Global South as a result of the 
colonial/ missionary legacy. In Gallwey and Wilgus’ study (2014), the Irish participants 
assumed that their South African counterparts were only interested in linking to 
“procur[e] material goods from the North” (2014, p.530). In a similar fashion to the UK 
children in Brown’s study (2006), the Irish participants failed to imagine that the 
Southerners had ‘anything to offer them’ in terms of cultural exchange and/ or 
reciprocal benefit. This attitude was not evident from the participants in the current 
study. Emphasis throughout remained on the opportunity to learn from and with the 
other school.   
However, in spite of the seemingly ‘mutual’ dialogue enjoyed by the participants, the 
discussion was not entirely free from overtones of the colonial legacy. Two comments 
made by SP 2 and SP 3 indicated that they may have felt an implicit Northern 
dominance:- 
Thank you for choosing us…there are many schools in the whole 
world, but choosing us to be in your partnership, we are grateful 
for that. (SP 3 Appendix 1, p.2)  
Now…you are here, you have come from very far away, we are 
from another side of the world, what they have called the Global 
North and South [laughs]… (SP 2 Appendix 1, p.2)  
By expressing a gratitude for ‘being chosen’ to be in the North’s partnership and 
commenting on the Northern-based terminology, the Southerners implied that their 
counterparts occupied a more powerful position. This may have also been reinforced 
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by the fact that the UK staff were able to visit Uganda first (due to funding accessibility 
and an ability to travel more easily). Gallwey and Wilgus described this as the “usual 
pattern of Northerners ‘jumping in’…to travel to [a] Southern destination” (2014, p.531). 
However, due to the top-down nature of the ‘global society’ (Standish 2013), 
unfortunately it was more convenient, in a logistical sense, for a North-to-South visit to 
occur in the first instance. In spite of the pressures of external forces, neither Northern 
nor Southern participants allowed feelings of ‘superiority’ or ‘inferiority’ to pervade the 
discussion or to sway the development of an ‘equal’ relationship. The Northern 
participants did not promote their (Western) ways of seeing and knowing as universal 
or objective truths, but acknowledged that each partner’s linking motivations were 
likely to be different because of a contrast in global perceptions, interests and needs.  
Analysis of the data in NVivo revealed nine reasons for link participation among the 
Northern and Southern participants. Table 4.1 (below) presents the results and shows 
the similarities and differences between the North and South.  
Table 4.1 Motivations for Link Participation  
North  To educate children about another country and culture 
 To develop the academic and vocational skills of pupils 
South  To meet like-minded professionals/ grow educational network 
 To create a mutual relationship/ friendship between the two 
schools 
 To learn how to think and work ‘globally’ 
 To exchange educational ideas to improve professional practice 
 To exchange cultural ideas/ behaviours to build international 
understanding 
 To develop the computer literacy skills of staff members 
 For the personal development of pupils 
 To develop the academic and vocational skills of pupils 
 
The results of the analysis demonstrate that the Southern participants had more 
reasons for linking than the Northern participants. There was one explicitly shared 
motivation (highlighted above) and the other motivations, although distinct, were often 
interrelated. An interesting observation identified that the Southern participants were 
determined for the relationship to benefit both staff and pupils, whereas the 
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Northerners focused solely on children-centred activities. This apparent difference is 
further explored. 
The Northern motivations correspond to the findings of Leonard’s (2007) research on 
why UK schools linked. At the height of the linking movement in the UK (2000-2010, 
Bourn 2014), focus largely remained on the potential for school links to enhance the 
global understanding and learning outcomes of young people (pupils). With the 
exception of the British Council’s Connecting Classrooms programme (ibid, p.4), no 
attention was given to the professional development of staff in school links. Linking 
was generally assumed to be “uncontroversial” (Martin 2007, p.1) and an area in which 
teacher training was unnecessary (Burr 2008). However, as evidenced in Chapter 
Two, many links fell prey to “encouraging patronising relationships and 
perpetuating…stereotypes” (ibid, p.4) because of the lack of critical global awareness 
among educators.  
Although they did not explicitly reference the issues in school linking, the Southern 
participants appeared to be aware of the need to educate staff members before 
organising linking activities with the children. SP 1 stated, “Before even we think about 
the children, it’s us” (Appendix 1, p.1). This was reinforced by SP 2’s enthusiasm to 
build an international understanding between teachers. He said, “We…need to know 
how do you people behave and we accept each other’s culture. That can breed an 
international understanding of different people. How do the people in the UK behave? 
What about the teachers?” (Appendix 1, p.3).   
In contrast, NP 1 placed educating “our children to learn more about other cultures [as] 
the most important thing” (Appendix 1, p.1).     
Regrettably, the researcher did not acknowledge the conflicting staff vs pupil 
orientations of the Northern and Southern participants at the time of discussion. With 
hindsight, it would have been useful to explore this subject in greater detail to 
determine its effect on the development of their relationship. This finding also revealed 
the failure of the participants to actively listen to one another. Whilst everyone had the 
opportunity to express their motivations, there was little engagement or response from 
the participants following each individual’s contribution. This impacted negatively on 
the subsequent meetings held during the UK participants’ time in Uganda. For 
example, in Staff Meeting 1, SP 2 explained the purpose of the link to the staff 
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members at St Paul Kaaso School by repeating the statements he had made in Focus 
Group 1. He failed to include a summary of the other participants’ motivations. The 
researcher could also be criticised here for not taking the opportunity to say more when 
she was invited to speak (Appendix 2, p.4). These findings will be of immense use to 
other field practitioners because they provide detailed analyses of dialogues between 
Northern and Southern linking participants. This type of data does not exist anywhere 
else in the current body of literature.           
For the remainder of Focus Group 1, the Northern and Southern participants 
suggested various activities to undertake with the children and staff both during the 
UK participants’ visit and in future. Staff activities included the joint preparation and 
delivery of lessons at St Paul Kaaso School, staff discussions, classroom observations 
and teacher-to-teacher links. Suggested pupil activities were a letter exchange, 
geography project and video recordings of each school’s setting.     
This highlighted some additional strategic inconsistencies between the North and 
South. For example, in the case of the letter exchange, both partners agreed that this 
would be an effective activity but for different reasons. NP 1 thought that it would be 
“a great starting point…and a really good connection for the children” (Appendix 1, 
p.2). SP 1 commented on the potential to boost the children’s self-esteem and 
confidence, “Our children will feel like they are also important because if you feel that 
someone knows me…it’s really a great thing” (ibid, p.4).  
Yet SP 2 was more concerned with the development of the pupils’ academic skills, “It 
is going to help us improve on our English language speaking, reading, and these 
pupils write letters in our exams…so this one is important for their skills” (ibid, p.3). It 
was interesting that the Northern participants did not respond to this comment 
considering the number of non-native English speaking pupils at Northbourne Park 
School. In fact, none of the participants acknowledged or addressed the different 
viewpoints, nor did anyone raise the issue of how the achievement of their objectives 
would be measured. Following a review of documentation (pupils’ letters), the 
researcher noticed that whilst the majority of the Southern children had written about 
subjects such as their hobbies and social lives in letters to their Northern counterparts, 
one Ugandan child had written about the practice of circumcision. It would not be 
appropriate to give this letter to a UK pupil without a contextual explanation of this 
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cultural difference. This reveals the complexities and administrative burden of 
maintaining an activity as simple as a letter exchange. It is for this reason that all 
participants must enter the linking process with a motivation to understand the ‘why’ of 
school linking before moving onto the ‘how’ and ‘what’.  
On the positive side, a successful activity undertaken by both schools appeared to be 
the pupil-directed video recordings. The idea was proposed by the Northern 
participants, as they arrived in Uganda with a video of pupil life at Northbourne Park 
School. It included clips of lessons, assemblies, breaks and lunchtimes. Owing to the 
beneficial nature of the exercise (giving ownership to the pupils, fostering creativity and 
developing new skills), the UK participants wanted to offer the Ugandan children the 
same opportunity. NP 1 explained:- 
There’s…a video camera that we can donate to you. What we 
did, when we did a day in the life of a Northbourne pupil, is we 
let the children have the school camera and they videoed lots 
of different things. So maybe you could give your pupils…the 
video camera to record what they do every day? (Appendix 1, 
pp.4-5) 
The Ugandan participants supported the idea. They selected a teacher at St Paul 
Kaaso School to lead the project and the UK participants organised a video camera 
training session (shown in Figure 4.3, below).  
Figure 4.3 Video Camera Training Session (Source: NP 2) 
 
 
 
 
 
The Ugandan children recorded the surroundings, lessons, meal times and boarding 
routine at St Paul Kaaso School to enrich the UK pupils’ understanding of their daily 
lives. A strength of the activity was that it provided an opportunity for all linking 
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participants to learn about their partner school and culture. Many similarities were 
identified (e.g. boarding routine, academic and vocational lessons, school ‘houses’, 
etc.), which formed the basis of a mutual understanding between the two communities. 
Central to the video recordings’ design was the narration of the story through the 
children’s eyes. This gave the recordings a sense of authenticity and innocence. The 
aim was to show “all parts of school life” (NP 1 Appendix 1, p.5) to promote an honest 
and open relationship between the two institutions. Analysis of the video recordings in 
NVivo demonstrated that this was achieved to a certain extent, but did not provide the 
same depth of understanding as a physical visit to the partner school.  
A topic that was not addressed by the participants during Focus Group 1, with regard 
to the video recording activity, was the meaning of ‘donation’ when the camera was 
given to St Paul Kaaso School. When donations are made in a school link, there is a 
risk of creating a dependency culture that can lead to a North/ South power imbalance 
(Gallwey and Wilgus 2014). As both partners were motivated to avoid the creation of 
a charitable relationship, it is surprising that the issue of fundraising/ donations was not 
addressed in more detail. In fact, the topic of economic/ material difference between 
the UK and Uganda was not predominant during the discussion. This was considered 
a positive issue. By making no reference to the (financial) development needs/ goals 
of St Paul Kaaso School, the Southern participants demonstrated an educational 
motivation for the partnership. However, the Northern participants did recognise a 
potential difficulty in maintaining strong lines of communication with their partners due 
to a limited access to computers and the internet in rural Uganda. SP 2 explained that 
they were trying their “level best to be online” (Appendix 1, p.6) and SP 1 believed that 
the St Paul Kaaso staff would become more active computer users as a result of the 
link’s teacher-to-teacher relationships. The Northern participants accepted this and 
agreed on a strategy to “start…small” (R Appendix 1, p.6). From the researcher’s 
perspective, it was interesting to observe the Northern participants’ change in attitude 
during their time in Uganda towards the economic difference between the two 
countries. The researcher noted in her field diary:- 
At the beginning of the week, NP 1 and NP 2 were thinking long 
term e.g. providing Wi-Fi and extra teaching resources for 
Kaaso. However, later in the week, they questioned their ideas 
by asking themselves, “Is this what they actually want, or is it our 
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perception of what they need?” They agreed that a thorough 
understanding of each partner and their context must come first.  
(Appendix 6, p.1)     
This demonstrated the importance of understanding the ‘why’ of linking, before 
considering the ‘how’ and the ‘what’.  
4.3 Participant-Observation: Staff Meeting 1 
To extend discussions beyond each school’s linking committee, SP 2 organised and 
chaired a meeting with the staff at St Paul Kaaso School. The researcher assumed 
the position of participant (NP 3) in this discussion. Analysis of the video footage in 
NVivo identified two distinct parts of the meeting: staff activities and a speech given 
by SP 2 on the link’s purpose and potential strategies for its successful establishment.  
The first activity was led by NP 1. She gave the 39 staff members present at the 
meeting the following instructions:- 
1. (Solo activity) There are ten names of body parts that have got three 
letters in them. Can you think of as many...? Write them down if 
you’ve got a piece of paper…[and] keep it to yourself… 
2. Okay…can you share your answers [with a neighbour] please?  
3. Okay, can you now get together with two other people and share 
what you’ve got? 
4. Okay, right, we’re going to write down [all together] what you’ve got. 
(NP 1 Appendix 2, p.1) 
The purpose of the activity was to show the benefits of collaboration. When working 
independently, the participants listed between five and six body parts. When working 
in pairs, they found seven or eight. When working as a group, all ten were revealed. 
NP 1 drew the conclusion, “Twenty brains [are] always going to be better than one 
brain and that’s what this [the link] is all about” (Appendix 2, p.2). The power of 
collaboration was reinforced by SP 1, who cited the phrase, “Together we stand” (ibid, 
p.3).   
The activity was designed to represent the format of future linking discussions, where 
all contributions would be valued and strategic decisions made through effective 
collaboration. However, a key observation is that the answers in this exercise were 
both finite and known. The answers relating to a successful school link are more likely 
to be infinite and unknown. This highlights the need for linking practitioners to possess 
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excellent listening skills. In cases where there are ‘technically’ no right or wrong 
answers, participants must be prepared to debate, question and develop one another’s 
ideas to avoid falling into a ‘group-think’ situation (Janis 1972). It is critical for the 
participants of the current study to take this point into consideration when planning 
future discussions.  
Following NP 1’s introductory activity was a speech delivered by SP 2. Three themes 
emerged from the analysis of the data in NVivo, these were global thinking/ working’, 
‘professional development of staff’ and ‘mutual learning’. Interestingly, throughout the 
entire period of data collection, neither of the UK participants made reference to any 
Northern-based concepts, such as Development Education or Global Citizenship. SP 
2 was the only participant to discuss the process of globalisation and its effect on the 
way people think and work. Considering that North/ South school linking was a 
strategy proposed by Northern policy makers, INGOs and academics to equip UK 
learners with the necessary skills and knowledge to survive in a globalised world 
(Leonard 2008), it is surprising that this subject was only raised by a Southern 
participant. This demonstrates that although language and terminology differ, there 
appears to be mutual understanding between the participants with regard to the key 
concepts associated with the link. Furthermore, this finding provides evidence for the 
interdependent nature of the world and how it is becoming ever more interconnected 
for those in both the Global North and Global South. SP 2 explained to his fellow staff 
members that:- 
These days the world is going global and we need to start 
thinking globally. We should widen our minds…we should not 
think in our cocoons, we should stop thinking about just our 
countries…our villages…but we should start thinking globally, 
thinking about the whole world. Relate yourselves to the whole 
world. (Appendix 2, p.3) 
This finding indicated that the Northern participants were not ‘pushing’ Western 
models of education or development onto the South; rather, it further demonstrated 
the strong Southern motivation to form international connections for educational 
purposes at both staff and pupil levels. This challenged Bourn and Cara’s assertion 
that links “will always be both educational and developmental” (2013, p.6). SP 2 said:- 
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We are sharing our common goal for one purpose, and that is 
sharing what we do as far as developing the world is concerned 
through education because we are both schools. They are a 
school and we are a school. Distance does not matter. Colour 
does not matter. Anything else, the religion, does not matter. So 
long as we are targeting the common goal of providing education 
for our children. (Appendix 2, p.3) 
The main reason for linking, from the perspective of SP 2, was to improve the 
professional practice of the staff members at each school. He was particularly keen 
for the staff at St Paul Kaaso School to learn various disciplinary techniques from 
those at Northbourne Park School. Corporal punishment was strictly forbidden in the 
‘Kaaso’ culture, but this was the only strategy that some of the newly appointed 
teachers knew. He explained:- 
One thing we will see [is], “How do you teach this? How do you 
handle this?” And then we share. You may have a problem with 
a child here and you share that problem with another teacher 
placed in the UK. And maybe she or he will be able to tell you his 
experience. We are ready to share. (Appendix 2, p.4)   
To put ‘learning together’ into practice, SP 2 concluded his speech by opening the 
floor to a general discussion. This led to both positive and negative outcomes. A 
positive outcome was the strengthened relationship between the boarding staff at 
each school (Appendix 6). The matrons at St Paul Kaaso School posed several 
questions to the UK participants during Staff Meeting 1. These were followed up 
privately and promising feedback was given; SP 1 commented:- 
Yesterday I was talking to the matrons, they were all the time 
[saying they wanted] to use Madam’s (NP 2) method…They 
appreciated the method and they really want[ed] to use it… 
(Appendix 4, p.4) 
NP 2 stated that she had learned much from the follow-up meeting by identifying 
similarities and differences between boarding houses in the UK and Uganda. For 
example, she noted that both experienced bed wetting and items of clothing ‘going 
missing’, but storage appeared to be a greater problem at St Paul Kaaso School 
(Appendix 6, p.1).  
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Difficulties in the staff discussion transpired when the UK participants revealed the 
extent to which their curriculum and teaching methods relied on technology and/ or 
other resources. A Ugandan participant asked NP 1 how the teachers at Northbourne 
Park School formulated their annual ‘schemes of work’. She responded:- 
In the English system, the curriculum is all on the computer and… 
the resources…we have…interactive whiteboards...The 
curriculum is all laid out for us…every lesson plan, they give it to 
us. (Appendix 2, p.6) 
The video footage captured the reaction of the Ugandan participant who had posed 
the question. He sighed and whispered to a colleague sat beside him; he appeared 
disappointed at the lack of similarity between the two schools’ approaches. 
Essentially, he was unable to learn or appreciate the Northern methods because he 
lacked the requisite materials. This challenge must be considered by Northbourne 
Park School for the reciprocal staff visit in June 2016. It is critical for the UK 
participants to identify methods that can be used by both schools to ensure a positive 
learning experience for all.  
4.4 Direct Observation: Classroom Sessions at St Paul Kaaso School   
To gain a deeper insight into the day-to-day running of St Paul Kaaso School, the UK 
participants were invited to attend nine classroom sessions. These ranged from 
Nursery (aged 3-4 years) to Primary Seven (aged 12-13 years) and included the 
following subjects: PE, Arts and Crafts, Library, Music, Maths, and Social Studies.  
For each lesson, the UK participants were asked to run a short activity to “see how the 
children behave[d]” (SP 2 Appendix 1, p.4). Popular choices were Pictionary, Ultimate 
Frisbee, and Rounders. A strength of this exercise was that it enabled both Northern 
and Southern participants to observe each partner’s corresponding teaching style. 
Figure 4.4 (below), an extract from the researcher’s field diary, reports the key findings. 
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Figure 4.4 Extract from Researcher’s Field Diary 
Classroom Observations, 27th May 2015 
The UK participants were particularly impressed with the high levels of respect the 
children showed for their teachers. At the beginning of each lesson, the teacher 
would greet his/ her class and the pupils would respond collectively.  
The UK participants also commented on the types of feedback given to the pupils 
when they contributed to a lesson. The teacher would request the other class 
members to “clap for him/ her” or to give “soda” or “flowers” by making hand 
gestures. This maintained high levels of engagement and participation. Another 
strategy that increased the lesson interactivity was the repetitive style of teaching.  
The teacher would expect the pupils to either collectively repeat the last word of 
his/her sentence or to finish the sentence. This strategy was observed during the 
school assembly and farewell ceremony as well as in the lessons. An example is 
given below:- 
Teacher: Now, this one is a mango tree. Do you understand? 
Pupils: Yes 
Teacher: And the other one is avocado. Are you getting them? 
Pupils: Yes 
Teacher: Avocados are a source of income. They are exported to other…? 
Pupils: Countries 
Teacher: So if your parents sell something, they are getting a lot of…? 
Pupils:  Money  
The continuous dialogue between the teacher and pupils worked effectively and 
also helped the children to become more familiar with English (their second 
language). These teaching methods showed the UK participants that it was possible 
to deliver interactive and engaging lessons with virtually no resources. A great 
example was the Ugandan teacher for Primary One (aged 6-7 years) using leaves 
from the banana plantation for her Arts & Crafts lesson. Below is a photograph of a 
pupil making a skipping rope (source: NP 1). 
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Figure 4.4 Extract from Researcher’s Field Diary 
Classroom Observations, 27th May 2015 (continued) 
 
 
Similar displays would add tremendous value to the classrooms at Northbourne 
Park School, as access to an excellent education there is often taken for granted 
(source: researcher). 
Participants reported the most striking difference between the two schools to be the 
procedures in place to safeguard the children. With no hesitation at all, the Primary 
One pupils were given a knife to use independently on their Arts & Crafts projects, 
as shown in the photograph below (source: NP 1). 
  
Another observation made by the UK 
participants considered the posters 
displayed in every classroom of St 
Paul Kaaso’s vision, mission, motto 
and school anthem. It was clear that 
the pupils appreciated their education 
and realised it was a privilege, but 
these posters served as an extra 
reminder of the school’s purpose.  
 
Whilst this is clearly a dangerous activity, the UK 
participants commented on the remarkable 
independence of the pupils from an early age. They live 
in an environment where there isn’t always an adult 
around to supervise; they have to learn how to look after 
themselves and be supportive of their peers.  
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The researcher aimed to capture the ‘culture’ of St Paul Kaaso School when writing 
this extract. The Ugandan teachers exuded pride to be part of this community and 
the children’s happiness was contagious. These findings are different from the 
descriptions of other Southern schools in North/ South links. For example, Samra 
(2007) explained that during her visit to Elmina and Mankessim Schools in Ghana, 
“the staff would point out the lack of … equipment [and] emphasise their need for 
better resources and funding” (2007, p.40). The staff at St Paul Kaaso School did not 
behave in this way when showing the Northern participants around. Instead, they 
were proud to share the story of the establishment and growth of the school. SP 2 
explained:- 
I started this project with my wife in 1999 and the objective was, 
after seeing the education standards of our area going down…we 
wanted to develop it, so we started a school. (Appendix 6, p.2) 
Unlike the descriptions of the “public schools” in Samra’s Ghanaian case study (2007, 
p.40), these findings showed Southern education in a different light. St Paul Kaaso 
was an example of a private, rather than a state-funded school. It was started by SP 1 
and SP 2 as a project to accommodate 12 children orphaned by AIDS. They opened 
their home and allowed the children to sleep on bunk beds and be taught in a thatched 
Figure 4.4 Extract from Researcher’s Field Diary 
Classroom Observations, 27th May 2015 (continued) 
This is reflected in the incredible sense of community that exists between members 
of St Paul Kaaso School. It is their family. 
NP 2 made an interesting remark in response to this, where she said, “Northbourne 
prides itself on being a community and a family, but are we really?”  
The visit to Uganda is showing the UK participants a different way of seeing and 
knowing the world. It is giving them an incredible opportunity to learn and 
encouraging them to critically reflect on their perceptions of local and global 
environments. They are gaining immense benefits from this trip, and we must 
ensure the same is available for the Ugandan participants when they visit the UK in 
June 2016.  
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hut (Blackman 2014). Since then, the school has grown exponentially and currently 
enrols approximately 600 children (orphans and non-orphans), over half of which board 
(SP 2 2015). During their time in Uganda, the UK participants learned about the 
“incredible perseverance” of SP 1 and SP 2 to make St Paul Kaaso School a success 
(NP 2 Appendix 6, p.3).  
The uniqueness of this ‘case’ was further emphasised by the fact that SP 2 occupied 
the position of chairperson of all Head Teachers in the Rakai District. He had also 
undertaken international relationship training in America in 2013. Figure 4.5 (below) 
shows the certificate that he received on completion of this training. 
Figure 4.5 SP 2’s Certificate in International Relationship Training  
(Source: researcher) 
 
 
 
  
 
 
 
 
 
Clearly this case is not widely representative of other school links between the Global 
North and Global South. However, the researcher believes that it has the potential to 
become a “Centre of Excellence” (Bourn and Bain 2012, p.36) and act as a good model 
of practice for other schools considering their own North/ South link.   
Despite the advantages, there was a potential ‘halo effect’ risk for the Northern 
participants in the current study. They may have formed a ‘positive’ stereotype (Disney 
2004) of Ugandan education had they only been exposed to the St Paul Kaaso School 
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environment. They saw high teaching standards and a thriving educational 
atmosphere, but this was not representative of all schools in Uganda. To help the 
Northerners deepen their understanding of the wider educational context, the Southern 
participants allowed them to visit two other schools in the district. Both were state 
schools, one headed by SP 2 (on the government’s request) and the other located in 
a remote area. Figure 4.6 (below) shows the former and latter respectively.  
Figure 4.6 State Schools in the Rakai District, Uganda (Source: NP 1) 
a) Ssanje Primary School           b) Kamuganja Primary School 
 
On hearing that the UK participants had visited Uganda to form a link with St Paul 
Kaaso School, the staff at the schools (above) were keen to find a Northern partner. 
However, speculation revealed that their reasons favoured financial resource gain as 
opposed to a two-way relationship. Based on the findings of other studies, these are 
not the bases for a successful link (Edge et al. 2009). In the researcher’s opinion, 
schools should only form links if they are ready to commit to a mutual exchange of 
educational ideas. Teachers are not development professionals, they are teachers. It 
is wrong for INGOs and policy makers to confuse these boundaries by encouraging 
educators to enter fields in which they are not trained. This notion forms the foundation 
of the model for field practitioners presented in the conclusions chapter of this 
dissertation.  
4.5 Direct Observation: Beyond the School Gates  
To broaden the geographic knowledge of the pupils at Northbourne Park School, the 
Head of Geography requested that the UK participants collected information on the 
local community to enable her to produce a new module for the Year Four (aged 8-9 
years) curriculum. The list of questions provided are shown in Figure 4.7 (below).  
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Figure 4.7 Information for Unit of Work- Geography (Source: researcher) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The Head of Social Studies (SP 4) at St Paul Kaaso School helped the UK 
participants to answer the questions (above). To do this, he organised the following 
activities: A lesson on Ugandan vegetation led by the Primary Seven pupils (aged 12-
13 years); a tour of the local community; a trip to Lake Victoria. A selection of 
photographs of these events is available at 
https://maresearchharrop.wordpress.com/secondary-sources/.   
During this collection process, emphasis remained on the UK participants being 
‘taught’ by their Ugandan counterparts. They captured the day-to-day experiences of 
the community members by listening to local voices and deconstructing their own 
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world views (Andreotti 2011). A key strength of the approach was that it enabled the 
UK participants to gather the most accurate representation of the locale. This was 
essential as it was going to be used in the curriculum at Northbourne Park School. 
By engaging with a range of indigenous perceptions, the UK participants generated 
a detailed picture of the lives and culture of their Southern partners. They documented 
examples of poverty and wealth, hardships and joy, similarities and differences. Their 
aim was to move beyond the West’s “single story” of Africa (Adichie 2009) to a whole 
range of stories told by the Ugandans themselves.  
An outside observer may question the extent to which the Southern participants 
showed the UK participants all aspects of the local surroundings or only the ‘best bits’. 
This concern can be addressed by the researcher with regard to her previous 
voluntary experience at St Paul Kaaso School in Uganda. In July 2011, 2012, and 
August 2014, she visited the school as a volunteer with the charity, ‘Share Uganda’. 
Primarily, the work involved distributing mosquito nets in various communities across 
the district with a team of teachers and local health professionals. The researcher is 
therefore well acquainted with the people and surroundings in Uganda and was in a 
position to confirm the experience of the Northern participants. A key comment from 
SP 4 to the researcher was, “Now, you are my best friend, because I know I can be 
honest with you” (SP 4 Appendix 6, p.3).  
These relationships served to increase the validity of the research and avoided the 
researcher/ participant tensions experienced in other studies on North/ South school 
links (Samra 2007; Gallwey and Wilgus 2014). It supported the findings of Edge et 
al.’s study (2009, p.109), which demonstrated that a “personal connection” was 
fundamental to laying the foundation of a successful partnership.  
The researcher acknowledged the risk of producing a biased interpretation of the data 
as a result of these relationships. In spite of this limitation, it is believed that the 
findings will be of significant value to other field practitioners and could lead to further 
research. 
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4.6 Participant-Observation: Staff Meeting 2 
Staff Meeting 2, chaired by SP 2, involved a discussion on the name, vision, values, 
and objectives of the link. Both UK and Ugandan participants contributed to the 
discussion; their suggestions are shown in Figure 4.8 (below).   
Figure 4.8 Suggestions for the Link’s Name, Vision, Values, and Objectives 
(Source: researcher) 
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A review of the documentation showed that the pupils were invited to design the logo 
and motto for the link. A competition was organised at each school. Figure 4.9 (below) 
shows a selection of the submitted designs. 
Figure 4.9 A Selection of Logos and Mottos Designed by the Pupils  
(Source: researcher) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
To select the ‘winning’ name, motto and logo in a democratic manner, a vote was 
taken among staff at each school. The Northern and Southern committee members 
finalised the vision, values, and objectives in Focus Group 2 (Appendix 4).  
Table 4.2 (below) displays the ‘official’ information chosen to represent the link in the 
public domain. It comes from a variety of contributors, which creates “quite a nice 
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balance” (NP 1 Appendix 3, p.3) and reinforces the partners’ equitable approach to 
laying the link’s foundation. 
Table 4.2 Finalised Name, Motto, Logo, Values, Vision, and Objectives 
 Winning design/ statement Contributor(s) 
Name Nopakaaso Schools Staff at St Paul Kaaso School;       
UK Linking Committee Members 
Motto Unity is Strength Primary 7 pupil at St Paul Kaaso 
School 
Logo 
 
A Year 6 pupil and a Year 8 pupil at 
Northbourne Park School 
Values Reciprocity, Understanding, 
Friendship, Integrity, 
Appreciation 
Staff at St Paul Kaaso School;       
UK and Ugandan Linking Committee 
Members         
Vision To promote global knowledge 
with a sense of brotherhood and 
mutual respect through 
international partnership 
Staff at St Paul Kaaso School;      
UK and Ugandan Linking Committee 
Members         
Objectives 1. To estabish a strong, working 
relationship through open 
communication 
2. To expose our communities to 
an exploration of different world 
views 
3. To create opportunities for the 
younger generation through 
avenues of school enterprise 
Staff at St Paul Kaaso School;      
UK and Ugandan Linking Committee 
Members         
The name ‘Nopakaaso Schools’ received 15/ 39 votes from the UK and Ugandan 
participants present at Staff Meeting 2 at St Paul Kaaso School. It was the most 
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popular choice because it incorporated part of each school’s name, symbolising the 
equitable nature of the link. The idea to join “Paul” and “Park” originated from SP 2, 
who stated:- 
We also have P for Paul, they have Park. How can we join these 
two Ps? English teachers? Nopaka Schools? Nopakaaso 
Schools? (SP 2 Appendix 3, p.2) 
Combining the schools’ names to form ‘Nopakaaso Schools’ emphasised the 
importance of both partners being involved in the relationship. It also indicated the 
educational focus of the link by adding ‘Schools’. The motto and logo supported the 
development of this ‘brand’ by representing ideas such as ‘collaboration’ and ‘equality’. 
Most importantly, these factors aligned with the committee members’ original feelings 
towards the link that were expressed in Focus Group 1.   
This finding provided a good example of whole-school involvement and equitable 
decision making in the linking process. Previous studies have highlighted these factors 
as fundamental to building a successful school link between the Global North and 
Global South (Edge et al. 2009; Leonard 2012; McNicoll 2012). SP 2 understood the 
importance of these aspects. He stated:- 
I think the best way to do something is to involve everyone. So 
now that we are involved, everybody is owning the partnership, 
so it’s not one person’s work, it’s for all of us.  
(SP 2 Appendix 3, p.3) 
The activity also demonstrated a method for encouraging linking participants to define 
the North/ South relationship in their own words or pictures. It showed a more subtle 
way to elicit staff and pupil perceptions of their partner country in comparison to 
methods used in other studies, such as drawing specific pictures of the ‘distant’ other 
or locality (Disney 2004; Bourn and Cara 2013). In the researcher’s opinion, this activity 
placed less pressure on the participants than in the studies cited above as it allowed 
the members of each school’s community to participate in their own time and space by 
creating an environment to foster creativity and reflection. Unfortunately, not all staff 
and pupils took part in the discussion/ competition, but this is expected at the 
commencement of the linking process. Potts (2015, pers. comm., 8 February) 
explained that he sustained the link between Sarum Academy (at which he was Deputy 
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Head) and Nqabakazulu School, South Africa with only one other staff member for the 
first two years of the relationship. It is well-known that sustainability is a persistent issue 
facing North/ South school links (Leonard 2012). Based on the findings of the current 
study, the researcher advises field practitioners to develop a ‘brand’ for their global 
relationship if they intend for it to be long-term, fully reciprocal and at the “partnership” 
end of the School Linking Continuum (Leonard 2008, p.71). The new model presented 
in Chapter Five: Conclusions incorporates these ideas.   
4.7 Focus Group 2 
Focus Group 2 was organised for three reasons: to finalise the link’s vision, values 
and objectives, to discuss the Uganda-to-UK staff visit (2016), and to agree on a 
financial strategy. Participants at the meeting included NP 1 and NP 2 from 
Northbourne Park School, SP 1 and SP 2 from St Paul Kaaso School, and the 
researcher as chair. The duration of the meeting was approximately 35 minutes.  
The ‘weighting’ of each participant’s contribution to the discussion in Focus Group 2 
was remarkably different from that of Focus Group 1. The findings are illustrated in 
Figure 4.10 (below).  
 
All participants contributed to the discussion. The main observation was that the 
‘weightings’ were more even in Focus Group 2 than Focus Group 1.  
Figure 4.10: Participants' Contributions to Focus Group 2 
R NP 1 NP 2 SP 1 SP 2
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On closer examination of the transcript using NVivo, it appeared that the researcher 
had overstepped her role as facilitator. She made suggestions about the values and 
made significant contributions to the development of the vision statement and 
objectives. She was acting as a participant as opposed to an impartial chair. As a 
result, the direction of the conversation was influenced by her subjective, rather than 
objective, comments. Nevertheless, she was more aware of the level of the 
participants’ contributions in comparison to Focus Group 1, and invited ‘quieter’ 
members to join the discussion. For example, “What about for you, SP 1? Are there 
any [values] that stand out for you?” (R Appendix 4, p.4).  
A general overview of the discussion using NVivo revealed an amicable exchange 
between the participants. Eight “[laughs]” were recorded (Appendix 4, pp.1,4,5,7,8,10) 
and several jokes were shared (e.g. p.8). Despite the interruptions (SP 2 on telephone, 
p.6), the participants enjoyed a relaxed dialogue. It is necessary to remember that St 
Paul Kaaso School is not only a school, it is “a way of life” (NP 1 Appendix 6, p.2). The 
UK participants were not ‘at work’ with SP 1 and SP 2, they were sitting around their 
kitchen table. Therefore, disruptions were inevitable and accepted by all.  
Five ‘misunderstandings’ were recorded during the participants’ discussion on values 
(Appendix 4, pp.2-5). NP 1 and NP 2 suggested “communication” and “exploration”, 
but these were considered objectives by the Southern participants (pp.2-3). At this 
point, it would have been useful for the researcher to ask each of the participants for 
his/ her definition of a ‘value’. Additionally, this exercise would have helped them to 
understand the ‘type’ of values needed to represent the relationship. There is ample 
discussion in the existing body of literature on exploring one’s own values before 
working towards shared ideals (Potts 2012), but little has been written on the use of 
educational values to guide the decision making processes in a link. NP 1 touched on 
this by suggesting “integrity” as “[doing] the right thing even…when the teacher’s [not] 
around” (Appendix 4, p.3) and “appreciation” with regard to the children’s appreciation 
of their education (ibid, p.4), but it was not made explicit.  
Two issues emerged from the analysis of the Focus Group 2 data in NVivo. Firstly, 
ideas suggested by the participants were not always followed through, indicating a 
lack of active listening and engagement. For example, NP 2 stated that “it [was] really 
important [to] mention the children” in one of the objectives (ibid, p.6). She was also 
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keen to ‘theme’ the objectives, having “one objective that’s global…one that is more 
specific to the children…and…one that’s…specific to staff” (ibid, p.7). Unfortunately, 
there was a swift change of subject following NP 2’s comment and no one returned to 
her idea. If the researcher had fulfilled her role as chair, this may have been avoided.  
Secondly, the linking objectives were not fully aligned with the participants’ original 
motivations as stated in Focus Group 1. No reference was made to the professional 
development of staff members as a result of link participation, despite this being one 
of the main reasons for the Ugandan participants’ involvement. There was no indication 
as to why this change of emphasis occurred. This finding emphasises the need for 
practitioners to adopt an iterative approach to linking, in which ideas are regularly 
revisited and reviewed.  
On a positive note, the participants recognised the importance of communication when 
developing a successful link. They placed emphasis on building “open” pathways to 
create an “honest” and “transparent” relationship (Appendix 4, p.6). This appears to 
be rare among other linking practitioners involved in previous research. More 
commonly, studies have found that when a link is funded/ directed by a Northern 
organisation, Southern participants are reluctant to communicate their concerns out of 
fear that they will lose the opportunity to link (McNicoll 2012; Gallwey and Wilgus 
2014). This shows the advantage of linking independently and using a bottom-up 
approach.  
Three key themes emerged from the analysis of the participants’ discussion on the 
link’s objectives and funding strategy (NVivo). The researcher labelled these as 
‘challenging stereotypes’, ‘learning from the South’ and ‘shared funding’. The first was 
introduced by NP 1, who stated:- 
My thoughts when this whole partnership came about was that I 
would love…the children at Northbourne to not just take what the 
media shows us about African countries…[to] break down those 
misconceptions of what Africa is all about. …It is just so 
engrained in children in the UK who see constant pleas for help 
from African countries…And it’s not the children’s fault, they just 
see it on the TV all the time, in the newspapers…If we can break 
down those misconceptions, then I think that would be amazing. 
(Appendix 4, p.7) 
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NP 1’s commitment to challenging stereotypes of distant places was supported by the 
findings from a review of the documentation. This showed that NP 1 had delivered an 
assembly on the link between Northbourne Park School and St Paul Kaaso School in 
February 2015. It opened with the two slides displayed in Figure 4.11.    
Figure 4.11 Assembly at Northbourne Park School, February 2015  
(Source: NP 1) 
 
The images were chosen to represent the one-dimensional view of Africa shown in 
the charity media, where it is defined as a “poor” place (Moss 2012) dependent on 
the West. NP 1’s aim was to challenge this perception and demonstrate that it only 
told a “single story” (Adichie 2009) of the ‘dark continent’.  
It is clear that NP 1 was aware of the Western tendency to view a developing country 
through the legacy of colonialism. She gave the assembly to increase awareness of 
this issue among the UK participants in order to avoid colonial attitudes pervading the 
linking experience. NP 1 explained that the relationship was not about “giving money 
to Kaaso”, but about “mutual respect”, “learning from each other”, and “changing 
perceptions” (Appendix 7, p.4).  
Evidence of other practitioners commencing a partnership in this way is rare. A 
possible explanation is the manner of staff introduction to the North/ South school 
link. It was promoted as an effective strategy to enrich the UK curriculum and/ or to 
support the Education for All development goals (Doe 2006). As a result, practitioners 
were obliged to satisfy the requirements of the UK policy makers and INGOs, as 
opposed to exploring the concept of linking on their own terms. Therefore, research 
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has been dominated by evaluations of Northern-based approaches to linking, as 
opposed to considering the perspectives of both partners. The current study 
addressed this ‘gap’ by examining an example of an independently established link.  
A topic that was not addressed during the assembly was the West’s implication in the 
inequality that is evident (Martin 2010). Failing to explain the causes of poverty risk it 
being seen as a “purely economic phenomenon” that has resulted from a lack of 
development (Andreotti 2008, cited by Coombs et al. 2014, p.11). In these cases, 
studies have shown that feelings of superiority can develop among UK participants 
(Brown 2006; Martin 2010). It is critical for the Linking Committee members in the 
current study to be aware of this for future practice.  
In Focus Group 2, a key strength of the Northern participants’ approach was their 
recognition that the colonial legacy not only influenced the North’s view of the South, 
but also the South’s view of the North. This supported a key observation made by 
Bourn (2014) with regard to Alcock’s (2010) research (see Bourn 2014, p.7). NP 2 
explained, “Likewise, we [don’t] want the pupils here to have any misconceptions 
about the UK” (Appendix 4, p.7). NP 1 was keen to discover if the pupils at St Paul 
Kaaso School thought the “United Kingdom [was] an amazing, wonderful place…or 
a hard place to live?” (ibid). Most importantly, she admitted that she “[didn’t] know” 
(ibid). What was not clear was the extent to which the Southern participants were 
aware of the issues of stereotyping. The only response to the Northerners’ comments 
was, “they should [do some] kind of research beyond what they’ve already seen…and 
heard about Africa” (ibid SP 1, p.7). Based on the findings of Chapter Two, this is not 
the solution, especially not for primary school children (Coakley 2013). Whilst raising 
controversial issues represented a strong starting point for Nopakaaso Schools, the 
participants needed to address the implications of these issues in greater detail.  
The second theme, ‘learning from the South’, was the basis of Objective Three (for the 
link). During their time at St Paul Kaaso School, the UK participants were drawn to the 
various pupil-led enterprises that generated economic/ natural resources for the 
school. Figure 4.12 (below) shows two of the current programs. 
 
 
 
Chapter Four: Findings and Discussion     65 
 
Figure 4.12 Enterprise Programs at St Paul Kaaso School (Source: researcher) 
a. Piggery Project    b.    Poultry Project 
 
 
 
  
 
 
The UK participants were keen to adapt the business models of their Ugandan 
counterparts to suit the environment and needs of Northbourne Park School. NP 2 
described it as:-  
One of the things we take back…we can start to encourage our 
children to be a bit more entrepreneurial and have little projects 
that they manage themselves. (NP 2 Appendix 4, p.9) 
It was evident that the staff members at St Paul Kaaso School had significant 
experience in this area. SP 2 had attended a conference in America on enterprise in 
schools (2013) and had registered St Paul Kaaso School for the School Enterprise 
Challenge 2015, hosted by the organisation ‘Teach a Man to Fish’. By valuing the 
knowledge and skills of their Southern partners, as opposed to relegating them to the 
side-lines, the UK members benefited.  
The third theme, ‘shared funding’, represented the participants’ agreement for both 
schools to contribute financially to the relationship. The Southern participants refused 
to accept money from the Northerners to pay for their accommodation, food and petrol 
because they thought that “since this is a relationship, you [don’t] have to pay…” 
(Appendix 4, p.13).  
Additionally, the participants agreed to launch an online store as a strategy to 
financially sustain the link on a long-term basis. This aligned with the entrepreneurial 
ethos of Objective Three. Other schools have had similar ideas; the linking practice 
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has seen a number of small enterprises established in recent years (e.g. Zest for Life, 
Kawama Krafts). This may be a result of an increased awareness among practitioners 
of the “potential perils posed by [sustainable] financial aid” (Gallwey and Wilgus 2014, 
p.532).  
Whilst self-funding in this way has its advantages, the researcher is not suggesting that 
all schools with global links establish small businesses. Such ventures require 
participants to manage potential financial risks and dedicate significant time to sourcing 
and marketing products effectively. Again, this is not a teacher’s primary role. What 
participants do need to be sure of is that, wherever their funding comes from, it is used 
for dual benefit and is sustainable.   
4.8 Direct Observation: Farewell Ceremony 
To celebrate the UK participants’ visit to Uganda, a farewell ceremony was organised. 
It began with the participants planting two avocado trees at St Paul Kaaso School 
(Figure 4.13, below). A review of the documentation showed that each school had 
planted a tree during the academic year 2013-14 to symbolise the roots of their 
relationship and the potential for it to grow “with abundance and with fruitfulness” (NP 
4 Appendix 8).  
Figure 4.13 Tree Planting at St Paul Kaaso School, May 2015 (Source: SP 2) 
 
 
 
 
 
 
 
Others have also compared the model of North/ South school linking to a tree. DfID 
used it as a metaphor to explain how “the roots nourish and stabilise the partnership; 
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the leaves and fruits represent the benefits and achievements” (2007b, p.31). The 
model presented in Chapter Five: Conclusions builds on this idea by showing school 
linking as an iterative process.  
A presentation of gifts from the Southern to Northern participants followed the tree 
planting ceremony. The first gift, displayed in Figure 4.14 (below), was given by the 
pupils at St Paul Kaaso School. SP 2 explained:- 
The present we are going to give now is from St Paul Kaaso, is 
from you [the pupils] sending it to our counterparts, your friends 
in the UK from Northbourne Park School [applause…]      
(Appendix 6, p.3) 
Each of the UK Linking Committee members (NPs 1, 2, 3 and 4) also received a 
personalised sign.  
The second gift was from the teachers at St Paul Kaaso School; they had designed 
and ordered t-shirts for the staff members at Northbourne Park School with the 
partnership motto and logo. The Northern participants were overwhelmed by the care 
and precision of their partners with regard to producing original gifts for their departure. 
They were also somewhat relieved that there had been an equal exchange of gifts 
between the partners during the visit. This meant that both had contributed to and 
benefited from the relationship.  
Figure 4.14 Gifts from St Paul Kaaso School to Northbourne Park School 
(Sources: SP 2 and NP 4) 
First gift: Wooden sign  Second gift: Nopakaaso Schools t-shirts 
 
 
 
 
Analysis of the video data using NVivo showed that ‘gratitude’ and ‘appreciation’ were 
central to the Farewell Ceremony. Despite the regular occurrence of these themes 
throughout this research, they rarely appear in the existing literature. This needs to 
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change. Priority must be given to building friendships before creating ‘global citizens’. 
As a representative from the Western Cape Education Department noted, “the most 
important thing to realise is that any twinning project depends on the relationship on 
which it is built” (cited by Gallwey and Wilgus 2014, p.542). To succeed in linking, 
practitioners must therefore nourish the roots before attempting to pick the fruits.  
4.9 Personal Reflections and Transformations 
The researcher occupied the position of Linking Coordinator for Nopakaaso Schools 
whilst completing the study. During this time, she experienced a change in world view; 
she moved from a charitable perspective of development issues to one of global social 
justice. This was a result of the researcher’s engagement with a wide range of 
literature on North/ South school links and of her participation in the project. She 
explored the concept of ‘Critical Literacy’ (Andreotti 2006), which allowed her to 
develop skills in critical engagement and reflexivity (ibid, p.49). The researcher learned 
not to seek right and wrong answers, but to engage with her own and others’ 
“epistemological and ontological assumptions” (ibid). She embraced the notion that all 
knowledge was incomplete and a product of our cultures, settings and experiences- a 
social construct. This was in line with the philosophical approach adopted to address 
the research question. By listening, observing, and asking questions in the Southern 
environment, the researcher came to acknowledge different understandings of local 
and global contexts. As such, she experienced a transformation in world views.  
An ethical question developed from this reflection regarding the appropriateness of the 
engagement of young learners in complex global issues. The researcher consulted 
the work of Coakley (2013, cited by Bentall 2013), which examined the types of 
learning that people are capable of at different stages in their lives. It revealed that it 
would be highly unlikely for young learners to reach the level of critical thinking 
promoted by Andreotti (2006) in formal schooling. Therefore, if children are only 
capable of reaching the ‘soft’ stage of Andreotti’s Global Citizenship Education (2006), 
it is critical to assess the appropriateness of this subject area for primary school pupils. 
It indicates that it will be increasingly important for the participants of the current study 
to monitor the pupils’ attitudes throughout the linking process to ensure stereotypic 
images are not being reinforced or created. This re-emphasises the need for linking to 
be an iterative process, in which common values, such as friendship and 
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understanding, are identified and “lived out” (Potts 2012, p.7) from the commencement 
of the relationship. 
4.10 Conclusion  
The findings have revealed that both Northern and Southern participants approached 
the linking process in an ‘open’ manner and were motivated to establish an equal and 
reciprocal relationship.  
The Southerners were keen for the relationship to benefit both staff and pupils, 
whereas the Northerners focused solely on children-centred activities. The main 
reason for the North’s involvement was to challenge stereotypical representations of 
distant places. For the South, it was also to improve the professional practice of staff 
at St Paul Kaaso School. Although their reasons differed, each partner valued the 
other’s contributions and ensured that both had an equal amount to gain from the 
project.  
Activities such as staff discussions, classroom observations, and local community 
tours were undertaken during the UK participants’ visit to Uganda in May 2015. 
Meetings and competitions were also completed to build a ‘brand’ for the link.  
The findings documented the establishment of a link from both Northern and Southern 
perspectives. As an independently resourced, funded and managed link, it was a 
unique case. This foundation has enabled the researcher to build a new model for 
North/ South school linking, which will be of immense value for field practitioners.  
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Chapter 5: Conclusions 
“Coming together is the beginning; keeping together is progress;  
working together is success” (Henry Ford) 
 
Figure 5.1- Welcome Ceremony at St Paul Kaaso School, May 2015 
(Source: NP 2) 
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5.1  Introduction 
This chapter proposes a new model for field practitioners to use when considering 
their own North/ South school link. 
The purpose of the study was to understand the nature and key contextual parameters 
that exist within North/ South school linking. The case study examined the 
collaborative educational approaches of staff members at Northbourne Park School 
and St Paul Kaaso School. It provided a unique example of a link that revealed the 
critical factors needed for a successful global relationship.  
Analysis and discussion of the findings led to the development of a new linking model. 
Based on the systematic review of the literature and the in-depth analysis of the case, 
the researcher designed a model to advise Northern and Southern practitioners on 
building a link’s foundation and ensuring the development of symbiotic strategies.  
The chapter fulfils a core objective of the study: to foster an improved understanding 
of the cultural and structural dynamics in a North/ South school link. It begins with a 
presentation of the model in Section 5.2, followed by a discussion of its key stages.   
5.2 A New Approach to North/ South School Linking  
Figure 5.2 The Nopakaaso Model  
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5.2.1 Why: The Purpose 
As indicated by the vertical arrow in Figure 5.2 (above), the model must be used from 
the bottom-up.  
The findings of the current study and the review of the literature revealed a myriad of 
reasons ‘why’ educators were motivated to participate in a North/ South school link. 
To recap, these included but were not limited to:- 
 To foster an improved understanding of other countries and cultures 
 To develop the academic and vocational skills of pupils  
 Professional development of teaching and non-teaching staff  
 To build friendships/ personal contacts 
 To teach young people about global and development issues  
 To challenge stereotypical beliefs 
 To ‘help’ the Global South 
 Resource gain from the North  
Some, more than others, have caused adverse issues in linking. This was due to the 
colonial legacy, which allowed the development of hierarchical, binary relationships 
between schools. It is for this reason that the Nopakaaso Model ranks the ‘why’ of 
school linking as the most important stage in the process.  
As a Northern or a Southern participant, a significant amount of time to review the 
motivations for link participation is critical. The nature of the development and direction 
of the school link is a function of the degree of mutual motivations. To emphasise this, 
an example of a Northern participant entering the linking process to ‘help’ the Global 
South will be given.  
Whilst this motivation may appear harmless, it has the potential to result in negative 
outcomes for both Northern and Southern participants. Table 5.1 (below) 
demonstrates how it might impact each partner.  
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Table 5.1 The Possible Outcomes of a Link Based on Charitable Motivations 
Motivation I want to ‘help’ the Global South because 
they are poor and lack basic facilities 
Impact on Northern participants Perpetuation of stereotype that all 
Southerners are ‘poor’ and ‘needy’  
Charitable aid is the solution to global 
and development issues 
Impact on Southern participants  Feelings of powerlessness and inferiority 
to Northern partner 
Perpetuation of Southern dependency 
on Global North  
This highlights the importance of thinking before linking. Speculation must be given to 
how a motivation might influence the development of the link at both ends and whether 
this is the desired outcome. If these are the desired outcomes (above), it is imperative 
to reconsider worldviews before attempting to establish a North/ South school link. If 
these are not the desired outcomes but the motivation remains the same, the Northern 
participant must ask him/herself why he/she perceives the Global South in this way. It 
is then necessary to question this representation and challenge its accuracy. A 
possible thought process might include the following steps:- 
1. I want to ‘help’ the Global South 
2. I want to do this because they are poor and lack basic facilities 
3. I think this because of what I see in the media 
4. But, I do not know if this is an accurate representation of the ‘developing’ world 
5. I do not know what the Southerners think or if they want our help. I would like 
to ask them  
By reaching Step 5 (above), the Northern participant is now entering the ‘how’ stage 
of school linking.  
5.2.2 How: The Process 
The Northern participant acknowledges that those in the Global South have different 
ways of seeing and knowing from that of the Western media. The same applies to a 
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Southern participant who challenges the one-dimensional ‘picture’ of the North 
displayed in his/ her country’s media outlets. Everyone has assumptions, but it is 
understanding the inaccuracy or incompleteness of these assumptions that will lead 
to a true North/ South understanding. This is because it allows the participants to stand 
back from their own beliefs and recognise that they are not universal, but products of 
cultural, social and historical backgrounds. For those who are particularly interested, 
further research can be undertaken at this stage to explore the origins of people’s 
assumptions in greater detail. For everyone else, the key is to be open to learning from 
difference. Respect must be given to other ways of seeing and knowing and they must 
be valued in an equal manner to one’s own system of beliefs. Even if these do not 
align in the initial stages of international partnership, it is not acceptable to begin by 
privileging one form of knowledge over another. It must be assumed that knowledge 
is incomplete. The participants must recognise the need to deepen their own 
understanding of the ‘unknown’ before drawing any conclusions.  
The best way to approach the linking process is with a ‘blank canvas’. Essentially, it is 
not important what the participants’ motivations are, provided that they are prepared 
to listen to their partner’s feedback and adopt a flexible approach. It is likely that each 
school will be entering the linking process for different reasons, but this does not mean 
that the relationship will be unsuccessful. It is possible to fundraise and enrich school 
curricula in a link without creating a new form of colonialism. However, as stressed in 
Chapter Four, it is imperative for participants to remember their role as educators. 
They are not development professionals or human rights activists, they are educators. 
The temptation to delve into other areas in which they are not trained must be avoided. 
Not only will this hinder the linking process, it may also be unethical.  
What determines the success of the initial dialogues in a school link is the strength 
and nature of communication between the partners. By not making assumptions, the 
participants are more likely to enjoy an open exchange because they will want to know 
their partner’s ‘true’ reasons for participation. Ideally, at this stage, both partners will 
have the opportunity to articulate their own needs, whilst identifying how each school 
will benefit equally from the project. If this does not occur and one partner is dominating 
the decision-making and implementation of the link, it is essential to raise a concern 
at the earliest possible stage and ensure one’s voice is heard. For a link to be 
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successful, there must be a climate of trust between both partners. If one school feels 
as though they are being ‘used’ in the relationship, a negative experience is likely to 
result for all participants.  
As demonstrated by the current study, it is effective to hold these conversations face-
to-face as part of a visit to the partner school. The advantage of organising a physical 
meeting is that it reduces the likelihood of motivations/ suggestions being 
misinterpreted via email or telephone communication. This is likely to be a more 
pressing issue if the partners do not share the same first language. A second 
advantage of visiting the physical location of the partner school is the opportunity to 
meet members of the school’s community beyond those on the partnership committee 
(e.g. staff meetings 1 and 2). By being exposed to the body language and attitudes of 
all participants, a better understanding of how each partner perceives the link and if it 
is symbiotic in nature can be achieved. Thirdly, a visit enables participants to 
understand the culture of their partner school in a more intimate manner. Given the 
immense benefits of such an experience, it is essential to organise a reciprocal visit at 
the earliest possible convenience. For example, in the current study, the Ugandan 
participants will visit England in June 2016.  
However, visiting a partner country is not without issues. There are questions of how 
it will be funded, who goes where first, and how to prepare for a potential culture shock. 
In the current study, the UK participants funded their trip to Uganda by organising one 
fundraiser and using money from a private grant. In the first instance, it is not 
desperately important where the funding comes from, but following this it must be a 
joint decision. For example, Nopakaaso Schools mutually agreed to launch an online 
store, selling products from both the UK and Uganda, to fund the reciprocal staff visit 
in 2016.  
In terms of ‘who goes where first’, Nopakaaso Schools decided that the Northerners 
should visit the South first because, logistically, it was easier. In preparation for the 
visit, the researcher attended several partnership meetings at Northbourne Park 
School to share her knowledge of Uganda with the participants. Having visited St Paul 
Kaaso School on three previous occasions, she was able to tell them about the food, 
clothing, day-to-day routines, etc. In absence of this ‘personal connection’, the author 
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advises participants to ask their partner for the essential information, but to keep an 
open mind i.e. not to go in expectation of anything.  
Once a visit has been organised, the participants can start to think about how to ‘brand’ 
their relationship. This is an effective way to involve all community members (pupils, 
teachers and non-teaching staff) in the development of the link. It fosters creativity and 
gives ownership to the whole-school community. It encourages the participants to 
visualise the meaning of the partnership by creating a symbol or statement for the 
name, motto or logo. Most importantly, the ‘brand’ forms an umbrella under which the 
two schools are united; binary views of ‘them’ and ‘us’ are no longer able to exist.  
This stage also provides an opportunity to discuss the values, objectives, and vision 
of the link. Here, participants must consider the values and stance of each school and 
how these will affect the decision-making processes. Decisions made at this stage 
need to be reviewed on a regular basis in acknowledgement of the fact that some of 
the branding i.e. the objectives, will change as the link evolves.   
Having engaged with the ‘why’ and ‘how’ of school linking, participants can now enter 
the third and final stage.  
5.2.3 What: The Activities 
This stage is about deciding on the activities that each school will undertake to achieve 
the linking objectives. Examples from the current study include letter exchanges, staff 
discussions, curricular projects, assemblies, displays, classroom observations, etc. It 
is important to thoroughly plan and review each activity to determine if the desired 
outcomes are being achieved. If they are not, all participants must be encouraged to 
move through a similar reflective process as illustrated in the model in Figure 5.2. It 
can be simplified to a certain extent to suit different age groups, but the main themes 
(openness, understanding, etc.) must be retained.   
The reason for approaching the linking process in this manner is to reap the benefits 
of the ‘Golden Circle’ technique (Sinek 2009). In order to build the “good, solid 
relationship” that the representative of the Western Cape Education Department 
advocated (cited by Gallwey and Wilgus 2013, p.542), it is critical to understand the 
purpose and the process of linking before deciding on the activities.  
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By learning to think, communicate and act from the inside out, participants can 
transform the practice of North/ South school linking. If practitioners choose to follow 
the conventional model and fail to address the why of linking, they will be responsible 
for the development of more adverse issues in this area of global education. However, 
by approaching it from another angle and grasping the complexities inherent in the 
practice, a difference can be made.  
With this model, practitioners from both the Global North and Global South now have 
the opportunity to nurture a deeper understanding of the world in which we live among 
the leaders of tomorrow. There is every chance that this could revolutionise the future 
of North/ South school linking.   
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Chapter 6: Recommendations 
“Even the wisest mind has something yet to learn” (George Santayana) 
 
Figure 6.1- Participants walking through Kabira community, May 2015 
(Source: researcher) 
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6.1 Introduction 
This is the final chapter of the dissertation. It suggests five recommendations for the 
development of the current study and for future research.  
6.2 Recommendations for the Current Study and for Future Research  
6.2.1 Post-Qualitative Checks  
To strengthen the external validity and reliability of the current study, the researcher 
could ask the participants to perform audits on the findings and discussion to ensure 
correctness and consistency with the evidence gathered.  
6.2.2 Re-Analysis of the Raw Data 
The raw data could be reanalysed using different techniques to draw out further 
findings. A limitation of the thematic approach adopted in the study was its focus on 
the key-themes as opposed to the non-key themes. Secondly, an interpretative 
phenomenological analysis of the data may reveal deeper insights into the 
participants’ perceptions of their personal and social worlds. These would both 
contribute to an increased understanding of the selected ‘case’.  
To seek out alternative interpretations of the data, the sources could be examined by 
different researchers in the field of global education. It is for this reason that the 
researcher has made the data transcripts and secondary sources available online (see 
the Appendices for further details).  
6.2.3 Follow-Up Case Study   
It would be useful for a follow-up case study to be undertaken to build on the findings 
of the current research. The researcher suggests carrying out in-depth semi-structured 
interviews with the participants from Northbourne Park School and St Paul Kaaso 
School to examine their reflections on the commencement of the Nopakaaso Schools’ 
link. It would also be beneficial to organise semi-structured interviews with key 
informants in global education to elicit wider responses to the current findings. 
Suggestions include Dr Douglas Bourn, the Director of the Development Education 
Research Centre, and Major (Rtd.) Jessica Alupo, the current Minister of Education in 
the Ugandan Cabinet.    
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6.2.4 Application of the Nopakaaso Model 
It is essential for the Nopakaaso Schools’ model, presented in Chapter Five, to be 
tested in a variety of situations and contexts. Discussions should assess the suitability 
of the model from both Northern and Southern perspectives.   
6.2.5 More Contributions Required from the Global South 
There needs to be an increase in opportunities for Southern practitioners to contribute 
to the body of literature. It is crucial for more research to be undertaken by Southern 
participants to reveal their own experiences of linking and their perceptions of Western 
cultures, histories, values, and beliefs. Studies of this nature would also help Northern 
practitioners to acquire a better understanding of Southern education systems and the 
extent to which concepts such as ‘global learning’ are part of the South’s educational 
landscape. This could be achieved by encouraging Southern practitioners to 
undertake action research projects. Coombs, Potts and Whitehead are the key authors 
in this field (2014).     
6.3 Conclusion  
The author wishes to end this dissertation with the following quotation as it is the ability 
to listen and to be heard that is the essence of true partnership:- 
“The most basic of all human needs is to understand and be understood. The best 
way to understand people is to listen to them” (Ralph Nichols) 
UNITY IS STRENGTH 
 
Thank you, webale nnyo! 
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